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PREFACE 

We have presented many developments and issues in introducing educa- 
tional psychology in this volume. We have attempted to maintain a balanced 
treatment in content when selecting the readings and writing the com- 
mentary for each chapter. Introductions have been provided for each of 
the eight basic areas in this book, which not only are designed to put the 
readings in perspective in relation to the total field, but also to extract the 
major points being stressed in each article. These introductions were de- 
veloped to supply continuity to the various articles, and show how each read- 
ing is integrated into the total field. 

The readings represent a careful blend of the old and the new, the classics 
with the most recent and provocative statements in the field. The inclu- 
sion of the “classics” was not merely to take the student on a guided tour 
of an antique gallery but to provide him with a background whereby he can 
more fully understand the most modern approaches in educational psy- 
chology. The current readings will be all the more meaningful to the 
student, therefore, because he has also been allowed exposure to the classic 
statements. 

l 


The selection of readings was demanding. On the basis of our own 
experience in teaching at both the undergraduate and graduate level, we 
preferred articles designed to foster intellectual and personal growth. Above 
all, we wanted articles within the technical competence of the student new 
to the field. 

We ultimately decided upon a division into eight major areas for the 
study of educational psychology: (1) Growth, Development, and Education ; 
(2) Children and Adolescents; (8) Learning: Theory and Practice; (4) 
Learning and the Classroom; (5) Personality Factors and School Achieve- 
ment; (6) Measurement and Intelligence; (7) The Psychology of Teach- 
ing; and (8) Cultural Deprivation. Within these eight areas representing 
the total framework of educational psychology, we have attempted to achieve 
a balance between the classic and contemporary articles. The classic articles 
include those by Anastasi, Bruner, Piaget, Benedict, Frank, Anna Freud, 
Cronbach, Skinner, Rogers, Allport, Erikson, Banning, James, Riesman, 
and Stoddard. The challenging, more recent articles are those of Bloom, 

í Hunt, Scott, Krech, O. K. Moore, Neill, Torrance, Rosenthal and Jacobson, 
Malone, and Moynihan. 

Rather than present an array of articles dealing with a potpourri of 
current issues confronting education and psychology we decided to focus 
the eighth area on one major current issue—cultural deprivation and edu- 
cation. Set against one of the basic themes of this volume, e.g., the crucial 
importance of initial learning experiences, we selected a particular set of 
perplexing problems of education for the culturally deprived. In our view 


iii 


iv 


PREFACE 


these problems were too critical to avoid and therefore needed a special 
section for presentation. We hope that in this way we can bring particular 
attention to the most important challenges of this century in our educa- 
tional systems. 

We wish to thank our colleagues and friends who provided invaluable 
technical assistance—Dr. Arthur Bertrand, Dr. Robert MacLachlan, Dr. 
George Grosser, Professor Lee Sirois, and Professor Robert Bohlke in 
Springfield. From Cambridge, Dr. Ralph Mosher and Professors William 
Perry, David Tiedeman, and John Shlien have continued to be an important 
source of questions and comments for us. Special thanks are in order for 
Professor Lawrence Kohlberg who kindly revised his original selection and 
provided some new data that we were able to include with his work. 

A particular note should be made with regard to Lawrence K. Frank 
who died just as we were completing the manuscript. If we were to single 
out a major thesis regarding education and children, it would be his view 
that the fundamental needs of children represent the needs of society. Our 
responses to those needs are, in his words, “probably the most sensitive 
indicators of the quality and integrity of our national life... .” We are 
sure that his ideas will continue to find relevance with those who are con- 
cerned about such issues. 

We also wish to thank our wives Dianne and Barbara who provided moral 
encouragement and practical help. Thanks are also due to our typists 
Catherine Boudreau and Barbara Goff who converted our scribbling into 
a finished manuscript. 

Most of all, we are deeply indebted to the authors who allowed us to use 
their works. 


R.C.S. 
N. A.S. 
November 1968 
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Chapter I 
GROWTH, DEVELOPMENT, AND EDUCATION 


Human growth and development is a continuous stream of dynamic 
change. From conception to maturity and old age, the organism is in a 
constant state of flux, rather like a mountain stream, and like the stream, 
development continues over the stormy and stressful rapids on to more 
placid pools of relative calm. Even the tempo is ever-changing. For each 
individual the change itself is different. There are no fixed growth tables, 
for each individual grows, matures, changes at a different rate. Whereas 
one boy at age fourteen is already shaving and speaking in a baritone voice, 
another may not reach this point until he’s seventeen. We are thus faced 
with the problem of individual differences, the basic theme of human 
development. 

Human behavior is now seen as the result of heredity interacting with 
environment. At that incredible moment of conception, at that precise 
point in time when the microscopic speck of watery material known as the 
zygote is formed, the genetic stage is set in motion, and the role of environ- 
ment becomes crucial. 

Environment even shapes our behavior throughout the prenatal stages, 
zygote to embryo to fetus. This can be done in such obvious ways as toxic 
agents attacking the fetus in its uterine environment, or perhaps even in 
more subtle ways as an experiment by D. K. Spelt (1948) has suggested. 
In this experiment a fetus was actually conditioned to respond while still 
in the uterus, implying that even learning may begin before birth. At 
birth, as William James so aptly describes it, the infant enters the “world 
of blooming, buzzing confusion,” and the effects of environmental stimula- 
tion become ever more pronounced. 

And yet we cannot lose sight of the fact that one’s inherited traits, set 
in motion at conception, will constantly be guiding, overseeing the direction 
and scope of the environmental influence. Heredity sets the potential limits 
of how much environment can ultimately accomplish. This current view 
is a far cry from the arguments of years ago as to whether environment 
or heredity was more important in determining behavior. We now under- 
stand that it’s not an “either-or” argument; that behavior is, after all, a 
function of both. 
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Perhaps this can be most dramatically illustrated by the work of the great 
German ethologist Konrad Lorenz. Lorenz (1935) found that when young 
ducklings, who usually obediently follow their mother, were exposed to 
other stimuli, such as Lorenz himself, they would just as obediently follow 
these other stimuli, again including Lorenz himself. He actually had dozens 
of incubator-hatched ducklings following him around, as though he were 
their mother. Lorenz called this phenomenon imprinting, and he found 
that it occurred only during the first day of the bird’s life. During this 
critical period the duckling would form an attachment to almost any stimulus 
that moves. It is important, however, to note that imprinting does require 
a stimulus during the critical period; that is, that this phenomenon, unlike 
instinct, is a form of learning. Imprinting illustrates, par excellence, the 
behavioral effects of the precise blending of heredity and environment. 

Hess, following the lead of Lorenz, carried out a series of rigorously 
controlled experiments on imprinting in ducklings (1959), and found that 
the critical period itself was of very brief duration. Hess found that 
imprinting was most effective between the thirteenth and sixteenth hour 
after hatching, and that beyond 24 hours it did not occur at all. 

Although imprinting has not yet been demonstrated on humans, it has 
been shown to occur on some mammals, such as guinea pigs and sheep. 

Sigmund Freud maintained that early childhood experiences could have 
a profound effect on later adult behavior, and most current theories of 
personality and psychological development are in agreement with this 
principle. 

Freud theorized that the developing child passed through three early 
sensitive stages: oral, anal, and phallic. Because of environmental stimula- 
tion, mostly parental influence, the child could be “fixated” in any of these 
stages, and this would leave an indelible mark which would affect his adult 
behavior. For example, trauma experienced during the oral stage, first year 
of life, can result in a constellation of personality traits called the “oral 
character,” This individual is basically overly dependent, and still receives 
great pleasure from oral activities. Fixation during the anal stage, or 


Second year of life, results in the “anal character” syndrome. Individuals 
of this type are overly frugal, stubborn, and compulsively neat. They seem- 
ingly don’t want to let go of a thing, including their bowel movements. 
During the fourth or fifth year the child enters the phallic period, a time 
of great sexual curiosity and universal masturbation. The central theme 
of this stage, however, is the “oedipal conflict,” in which the child attaches 
basic sexual desires onto the opposite-sexed parent. This is usually resolved 
through the fear of punishment (castration anxiety) or loss of love of the 
like-sexed parent, and should result in the boy identifying with his father 
or the girl with her mother. Trauma during this period results in extreme 
selfishness, egocentricism, anxiety, or homosexuality. 
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The psychoanalytic hypothesis just outlined was, of course, the result of 
armchair speculation, and the clinical observation of individual eases. Freud 
was not an experimental psychologist, and yet his theory does, to some 
extent, foreshadow at the human level experimental animal studies. 

Melzak and Scott (1957) obtained important experimental evidence on 
the issue of early experience. They raised ten puppies in complete isolation, 
the puppies being placed in separate cages where thy could neither see, hear, 
nor detect in any way the presence of the others. When later compared to 
litter-mates who had been raised normally, the isolated pups displayed a 
marked immaturity at all levels. Their problem solving ability was even 
impaired, and they were never able to make up for the deficiencies brought 
about by their early experience. 

Harry Harlow’s concept of “Learning Sets,” describing the fact that one 
really has to learn how to learn, is further evidence of the importance of 
childhood experience. Without practice in learning, without a “learning 
set,” a child may have great difficulty when faced with the formal learning 
situation of the schoolroom. 

The physiological psychologist, D. O. Hebb, though working from a 
different theoretical framework, offers conclusions which are very similar 
to those of Harry Harlow. Noting that the brain is composed of both 
association and sensory areas, and that the human brain has a far higher 
proportion of association area to total area than do lower organisms, such 
as rats, Hebb argues that the human is not nearly as “sensory bound” as is 
the white rat. This point, of course, is an apt warning to psychologists not 
to be too quick in generalizing the results of rat studies to the human level. 
Further, Hebb feels that during infancy and early childhood, the human 
brain is relatively unorganized and capable of only primitive forms of 
learning. Through experience or repeated stimulation, however, the brain 
does become organized. A group of neurons begin working together; or, as 
Hebb phrases it, a cell assembly is formed. This process is slow but 
cumulative during infancy. But as more and more cell assemblies are 
slowly and perhaps painstakingly formed, these cell assemblies themselves 
become organized into phase sequences. With the accumulation of many 
sequences the brain becomes more totally organized and learning can then 
take place very rapidly. The difference between a child haltingly learning 
a task during the cell-assembly phase and the adult quickly perceiving a 
relationship which depended on phase sequences is, to use the Bugelski 
analogy, like the difference between a do-it-yourself handyman building a 
house piece by piece and a team of professional carpenters putting up a 
“pre-fab” home. The handyman might take years doing a job that the 
experienced “pre-fab” crew would do in days. 

And yet without the early period of cell assembly and phase sequence 
formation as postulated by Hebb, or the formation of “learning sets” as 
hypothesized by Harlow, the human adult would be a slow learner indeed. 
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Early experience is the crucial ingredient in the ability to take full 
advantage of one’s inherited intellectual potential. During early childhood 
the background of stimulation should be rich and varied. During infancy, 
during the critical periods for the formation of learning sets or cell assem- 
blies, the child must be provided with a full range of sensory experience. 
The evidence is thus compelling that education must become increasingly 
aware of the early development of the child, even before the child becomes of 
legal school age. This is especially true with regard to culturally disad- 
vantaged groups. A child reared in a culturally impoverished family may 
be permanently damaged by this early experience even before he ever gets 
the opportunity to go to school. Perhaps several critical periods have already 
passed by the time the child gets to school, and this may prevent him from 
ever catching up with his age mates who have had more stimulating back- 
grounds. Projects such as “Head Start” are beginning to attack what may 
be one of education’s and society’s major problems today. In Chapter VIII 
of this volume we will present a specific focus on this aspect of cultural 
deprivation, especially in the article by Malone on the so-called “danger 
orientation.” Malone presents a dramatic picture of the paralyzing effects 
on cognitive development caused by the slum environment. The need for 
early positive intervention is compelling. 


AN OVERVIEW OF THE READINGS FOR THIS CHAPTER 


In the first of the articles to follow (Selection 1), Anne Anastasi discusses 
the problem of heredity and environment. The age-old nature-nurture ques- 
tion takes on a new look in this intriguing article. The question of the 
relative contribution of heredity versus environment in determining indi- 
vidual differences is posed in a new way. The significant question now is 
just how do heredity and environment interact in producing variability in 
behavior. The contribution of heredity is not a constant factor, but is 
instead a contribution which itself varies under differing environmental 
conditions. So too does the contribution of environment differ under differing 
conditions of heredity. Viewing both heredity and environment as inter- 
action mechanisms, Anastasi details the research on both animals and 
humans in this area, and shows that both factors vary along a “continuum 
of indirectness.” Factors of heredity are especially indirect in causing 
behavioral differences, and the more indirect the cause the wider the range 
of possible behavioral variations. 

The solution to the problem is to focus on the interaction process, the 
“how” of the relationship. Anastasi Suggests seven basic techniques for 
studying the interaction process: (1) the study of the behavioral effects of 
selective breeding studies on animals; (2) the study of the influence of 
physiological factors on behavior; (3) the study of the influence of prenatal 
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physiological factors on later behavior; (4) the study of early experience 
in influencing later behavior; (5) the study of cultural differences on 
behavior patterns; (6) the study of the influence of body-type and physical 
traits on behavior; and (7) the study of twins, both monozygotic and 
dizogotic, and especially a longitudinal study which could follow the twins 
from infancy to school age. 

Hopefully, Anastasi has expunged forever the simplistic yet unanswerable 
question, “which is more important, heredity or environment?” 

In the next article (Selection 2), J. P. Scott outlines the theory and 
research in the very important area of “critical periods.” There are 
apparently certain things which are best learned, indeed only learned, at 
very specific points of time in an organism's development. If that point in 
time is allowed to pass unrecognized the organism may be permanently 
damaged, and may never be able to learn what would have been almost 
automatic during the critical period. Scott explains that this point in 
time for many critical periods is not on any rigid timetable, but is more 
a function of the developmental process. For example, though it had 
seemed that postnatal development, like embryonic development, would be 
basically the same for all vertebrates, a comparison of only two species, 
man and the dog, uncovers the fact that the periods can even occur in reverse 
order. The actual timing mechanisms, though basically maturational in 
nature, depend on the development of social behavior patterns, as well as 
Sensory and motor development. Attempts, for example, to teach a child 
too early in a developmental period may be as harmful as waiting too late. 
Training too early may result in the learning of bad habits, or in learning 
“not to learn.” 

Scott emphasizes the importance of the concept of critical periods by 
predicting that as the process becomes more fully understood we may be 
able to control or even alter the critical periods themselves. Knowledge thus 
far suggests the possibility that the critical period for primary socialization 
might be extended. 

In the next reading (Selection 3), Benjamin S. Bloom discusses the 
influence of early environment and experience. Bloom feels that it is folly 
to assume that changes in behavior and personality can take place at any 
age, and that these changes, regardless of age or stage of development, 
are of equal significance. Bloom maintains that there is a negatively 
accelerated curve of development, that is, that development is most rapid 
during the first few years of life and then begins to level off. The midpoint 
of this curve is reached before the age of five, and Bloom further feels that 
environment has its most significant effect during this period of most rapid 
development. 

To substantiate this hypothesis, Bloom cites three major reasons. (1) 
Early environment is extremely important because it shapes characteristics 
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during their most rapid period of formation. (2) Human development is 
sequential in nature, and each new characteristic is formed on a base of 
that same characteristic, or other characteristics which precede it. (3) 
Learning theory teaches us that it is far easier to learn something new if 
one is not bogged down with the problem of having to unlearn an older, 
less appropriate series of responses. 

Bloom concludes by stating that today’s most vital research problem in all 
the behavioral sciences is the one focusing on the effects of early learning 
and early environments on human development. 

In the following paper (Selection 4), J. S. Bruner addresses himself to 
the problem of the cognitive consequences of early sensory deprivation. 
Bruner presents a brief history of the problems surrounding the evolution 
of the concept of perception, and points to some of the recent physiological 
findings which have furthered our understanding of perception. Bruner, 
citing the physiological work of Granit, Galambos, Pribram and Magoun, 
warns us that there is no simple one-to-one relationship between the physical 
world and our perception of it. The old Sherrington formula of stimuli 
impinging on receptors, which then trigger a flow of afferent or sensory 
neurons which then connect in the central nervous system 
flow of efferent or motor neurons, is a formula that h 
thinking and prevented a real appreciation of the Sensory process. The 
new evidence indicates that when the receptor is stimulated, not only is 
there an afferent neural flow to the central nervous system, but also an effer- 
ent neural flow back to the receptor. Because of this, the organism cannot 
possibly receive all the potential information in the environment, for there 
is some filtering taking place even at the receptor point. Bruner sees this 


as beneficial since the ability to minimize the environmental surprises helps 
the organism to survive. 


and trigger a 
as constricted our 


New developments in psychology have also helped to free us from our 


complacent attitudes. No longer are we so smugly accepting a fixed rela- 


tionship between the physical stimulus on one side and stable characteristics 
of the brain on the other, with variability accounted for only in what 
Bruner calls that favorite American vehicle, the response. 

The new trend in psychology which has had the most profound effect in 
shedding further light in this area is the recent work in early experience. 
Perceptual and cognitive sophistication in the adult depend on early contact 
with a variety of stimuli and a shifting environment. 


Crucial is one’s 
opportunity to experience stimulus heterogeneity at 


an early age. Thus, 
if the child is deprived of this varied sensory stimulation, then his entire 


cognitive growth will be arrested, for he will be unable to form the necessary 
rules, models and strategies for coping with his environment. Cognitive 
growth depends on this very process of model formation, and the failure to 
master techniques for utilizing information before a certain period of growth 
may lead to irreversible loss. 
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Piaget, in the next paper (Selection 5), discusses the ways in which 
children form concepts. For over forty years at the University of Geneva, 
Switzerland, Piaget has studied human development, and especially the 
development of the knowing process and concept formation. Calling him- 
self a genetic epistemologist, he has, through carefully detailed, hour-by- 
hour observations of the developing child, formulated a theory of how chil- 
dren go about the business of learning to know. His theory encompasses 
both the child’s attempts to develop a concept of himself as an entity 
separate from his environment, and also the child’s strivings to form other 
concepts, such as time, cause and effect, and number. It is Piaget’s belief 
that the child’s intellectual growth consists of the learning of certain stra- 
tegies which allow the child to utilize the information his environment pro- 
vides. These strategies or concepts are sequential in nature, and that, for 
example, in mathematics, the child must understand the concept of con- 
servation of quantity before he can develop the concept of numbers. If 
the child has not discovered logical relationships, that is, for example, that 
seven large blocks is equal numerically to seven small blocks, then his later 
understanding of geometrical concepts or even the concept of number itself 
will be impaired. 

Piaget points out that the process of knowing involves two basic com- 
ponents, the formal and the dynamic. The formal aspect, that is one’s basic 
perceptions, provides the raw material for the later development of the 
dynamic aspect, which is a higher level thought process. The example 
Piaget cites of the child witnessing liquid being poured from a large, low 
glass into a tall, narrow glass illustrates the point. At age four or five the 
child utilizes the formal viewpoint and believes that the amount of liquid 
has increased. By age seven or eight, however, the child utilizes the 
dynamic viewpoint, and, understanding the process of the transformation, 
knows that the amount of liquid has not increased, that the level of liquid 
has risen simply as a result of the loss of width. Piaget’s genetic approach, 
therefore, is to explain how these dynamic structures grow and evolve from 
the formal. This development is based on three principal factors, maturation, 
physical experiences and social interaction. Finally, Piaget stresses another 
crucial principal, equilibrium, a process without which the previously men- 
tioned factors remain as only partial explanations. The whole growth 
process, Piaget sees, depends on equilibration, or the child’s response to 
his environment on the basis of two processes, accomodation and also 
assimilation. This equilibrium is between accomodation, the child’s response 
to immediate and compelling environmental demands, and assimilation, the 
child’s ability to internalize and conceptualize his environmental experience. 
This is ultimately the basis for the child’s formation of strategies for cop- 
ing with his environment. As the child’s knowledge increases, so too do 
his strategies for dealing with his environment, which in turn further 
increases his knowledge. This is a never ending chain of concept formation. 
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For example, a child may have the response of reaching out and touching 
and this soon includes everything in his reachable environment, i.e. he can 
assimilate. If, however, the child happens to reach out and touch a hot 
stove he withdraws his hand and quickly accommodates to the idea that 
some things are painful to touch. This now makes it possible to avoid 
other hot and painful objects; that is, he can assimilate the notion that any 
hot object is potentially dangerous. 

Piaget believes that this can be a spontaneous process on the part of 
the child, but implicit is the assumption that this spontaneity, this develop- 
ment of strategies, depends on a fairly varied and rich environment. 
and tech- 
ago. Montessori’s 
retarded children and 
in the slums of Rome. 


the age of five. As an 
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especially at an early age, now fits 
‘ories, and with today’s problem of 


Ssori techniques as being of benefit to what 
he has been referring to as “the problem of the match.” It is Hunt’s thesis 
that effective education must “match” the child’s th 
just enough complexity and n 


possibly inappropriate use wit 
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home. Maria Montessori developed her system through her work with slum 
children and it may be precisely with this group, whose homes lack stimulus 


variety, where it can have its most dramatic impact today. 


1. HEREDITY, ENVIRONMENT, AND THE QUESTION “HOW?” = 


ANNE ANASTASI 


Two or three decades ago, the so-called 
heredity-environment question was the center 
of lively controversy. Today, on the other 
hand, many psychologists look upon it as a 
dead issue. It is now generally conceded that 
both hereditary and environmental factors 
enter into all behavior. The reacting organism 
is a product of its genes and its past environ- 
ment, while present environment provides the 
immediate stimulus for current behavior. To 
be sure, it can be argued that, although a given 
trait may result from the combined influence 
of hereditary and environmental factors, a 
specific difference in this trait between indi- 
viduals or between groups may be traceable to 
either hereditary or environmental factors 
alone. The design of most traditional investi- 
gations undertaken to identify such factors, 
however, has been such as to yield inconclusive 
answers. The same set of data has frequently 
led to opposite conclusions in the hands of 
psychologists with different orientations. 

Nor have efforts to determine the propor- 
tional contribution of hereditary and environ- 
mental factors to observed individual differ- 
ences in given traits met with any greater 
success. Apart from difficulties in controlling 
conditions, such investigations have usually 
been based upon the implicit assumption that 
hereditary and environmental factors com- 
bine in an additive fashion. Both geneticists 


* Anastasi, Anne, “Heredity, Environment and 
the Question How?,” Psychological Review, 1958, 
65, pp. 197-208. Copyright 1958 by the American 
Psychological Association, and reproduced by 
permission. 


and psychologists have repeatedly demon- 
strated, however, that a more tenable hypothe- 
sis is that of interaction (15, 22, 28, 40). In 
other words, the nature and extent of the influ- 
ence of each type of factor depends upon the 
contribution of the other. Thus the propor- 
tional contribution of heredity to the variance 
of a given trait, rather than being a constant, 
will vary under different environmental con- 
ditions. Similarly, under different hereditary 
conditions, the relative contribution of en- 
vironment will differ. Studies designed to 
estimate the proportional contribution of he- 
redity and environment, however, have rarely 
included measures of such interaction. The 
only possible conclusion from such research 
would thus seem to be that both heredity and 
environment contribute to all behavior traits 
and that the extent of their respective contri- 
butions cannot be specified for any trait. Small 
wonder that some psychologists regard the 
heredity-environment question as unworthy of 
further consideration! 

But is this really all we can find out about 
the operation of heredity and environment in 
the etiology of behavior? Perhaps we have 
simply been asking the wrong questions. The 
traditional questions about heredity and en- 
vironment may be intrinsically unanswerable. 
Psychologists began by asking which type of 
factor, hereditary or environmental, is respon- 
sible for individual differences in a given trait. 
Later, they tried to discover how much of the 
variance was attributable to heredity and how 
much to environment. It is the primary con- 
tention of this paper that a more fruitful 
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approach is to be found in the question “How?” 
There is still much to be learned about the 
specific modus operandi of hereditary and en- 
vironmental factors in the development of 
behavioral differences. And there are several 
current lines of research which offer promising 
techniques for answering the question “How?” 


VARIETY OF INTERACTION 
MECHANISMS 


HEREDITARY FACTORS. If we examine some 
of the specific ways in which hereditary factors 
may influence behavior, we cannot fail but be 
impressed by their wide diversity. At one ex- 
treme, we find such conditions as phenyl- 
pyruvic amentia and amaurotic idiocy. In 
these cases, certain essential physical pre- 
requisites for normal intellectual development 
are lacking as a result of hereditary metabolic 
disorders. . . .* 

A somewhat different situation is illustrated 
by hereditary deafness, which may lead to 
intellectual retardation through interference 
with normal social interaction, language de- 
velopment, and schooling. In such a case, how- 
ever, the hereditary handicap can be offset by 
appropriate adaptations of training proced- 
ures. It has been said, in fact, that the degree 
of intellectual backwardness of the deaf is an 
index of the state of development of special 
instructional facilities. As the latter improve, 
the intellectual retardation associated with 
deafness is correspondingly reduced. 

A third example is provided by inherited 
susceptibility to certain physical diseases, with 
consequent protracted ill health. If environ- 
mental conditions are such that illness does in 
fact develop, a number of different behavioral 
effects may follow. Intellectually, the indi- 
vidual may be handicapped by his inability to 
attend school regularly. On the other hand, 
depending upon age of onset, home conditions, 
parental status, and similar factors, poor 
health may have the effect of concentrating the 
individual’s energies upon intellectual pursuits. 

*Since the publication of this article it has 
been found that phenylketonuria (PKU) can be 
diagnosed shortly after birth and treated with a 
special diet low in phenylalanine. See W, 
Centerwall, et al. Phenylketonuria: Screening 
programs and testing methods, American Journal 
Public Health, 1960, 50, 1667-1677._Ep, 


The curtailment of participation in athletics 
and social functions may serve to strengthen 
interest in reading and other sedentary activi- 
ties. Concomitant circumstances would also 
determine the influence of such illness upon 
personality development. And it is well known 
that the latter effects could run the gamut from 
a deepening of human sympathy to psychiatric 
breakdown. 

Finally, heredity may influence behavior 
through the mechanism of social stereotypes. 
A wide variety of inherited physical character- 
istics have served as the visible cues for identi- 
fying such stereotypes. These cues thus lead 
to behavioral restrictions or opportunities and 
—at a more subtle level—to social attitudes 
and expectancies. The individual’s own self 
concept tends gradually to reflect such expec- 
tancies. All of these influences eventually leave 
their mark upon his abilities and inabilities, 
his emotional reactions, goals, ambitions, and 
outlook on life. 

The geneticist Dobzhansky illustrates this 
type of mechanism by means of a dramatic 
hypothetical situation. He points out that, if 
there were a culture in which the carriers of 
blood group AB were considered aristocrats 
and those of blood group O laborers, then the 
blood-group genes would become important he- 
reditary determiners of behavior (12, p. 147). 
Obviously the association between blood group 
and behavior would be specific to that culture. 
But such Specificity is an essential property of 
the causal mechanism under consideration. 

More realistic examples are not hard to find. 
The most familiar instances occur in connection 
with constitutional types, sex, and race, Sex 
and skin pigmentation obviously depend upon 
heredity. General body build is strongly influ- 
enced by hereditary components, although also 
Susceptible to environmental modification, That 
all these physical characteristics may exert a 
pronounced effect upon behavior within a given 
culture is well known. It is equally apparent, 
of course, that in different cultures the behav- 
ioral correlates of such hereditary physical 
traits may be quite unlike. A specific physical 
cue may be completely unrelated to individual 
differences in psychological traits in one cul- 
ture, while closely correlated with them in an- 
other. Or it may be associated with totally dis- 
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similar behavior characteristics in two differ- 
ent cultures. 

It might be objected that some of the illus- 
trations which have been cited do not properly 
exemplify the operation of hereditary mecha- 
nisms in behavior development, since heredi- 
tary factors enter only indirectly into the be- 
havior in question. Closer examination, how- 
ever, shows this distinction to be untenable. 
First it may be noted that the influence of 
heredity upon behavior is always indirect. No 
psychological trait is ever inherited as such. 
All we can ever say directly from behavioral 
observations is that a given trait shows evi- 
dence of being influenced by certain “inherit- 
able unknowns.” This merely defines a problem 
for genetic research; it does not provide a 
causal explanation. Unlike the blood groups, 
which are close to the level of primary gene 
products, psychological traits are related to 
genes by highly indirect and devious routes. 
Even the mental deficiency associated with 
phenylketonuria is several steps removed from 
the chemically defective genes that represent 
its hereditary basis. Moreover, hereditary in- 
fluences cannot be dichotomized into the more 
direct and the less direct. Rather do they repre- 
sent a whole “continuum of indirectness,” 
along which are found all degrees of remote- 
ness of causal links. The examples already 
cited illustrate a few of the points on this 
continuum. 

It should be noted that as we proceed along 
the continuum of indirectness, the range of 
variation of possible outcomes of hereditary 
factors expands rapidly. At each step in the 
causal chain, there is fresh opportunity for 
interaction with other hereditary factors as 
well as with environmental factors. And since 
each interaction in turn determines the direc- 
tion of subsequent interactions, there is an 
ever. widening network of possible outcomes. 
If we visualize a simple sequential grid with 
only two alternatives at each point, it is ob- 
vious that there are two possible outcomes in 
the one-stage situation, four outcomes at the 
second stage, eight at the third, and so on in 
geometric progression. The actual situation is 
undoubtedly much more complex, since there 
will usually be more than two alternatives at 
any one point. 

In the case of the blood groups, the relation 


to specific genes is so close that no other con- 
comitant hereditary or environment conditions 
can alter the outcome. If the organism sur- 
vives at all, it will have the blood group deter- 
mined by its genes. Among psychological 
traits, on the other hand, some variation in 
outcome is always possible as a result of con- 
current circumstances. Even in cases of 
phenylketonuria, intellectual development will 
exhibit some relationship with the type of care 
and training available to the individual. That 
behavioral outcomes show progressive diversi- 
fication as we proceed along the continuum of 
indirectness is brought out by the other ex- 
amples which were cited. Chronic illness can 
lead to scholarly renown or to intellectual im- 
maturity; a mesomorphie phy sique can be a 
contributing factor in juvenile delinquency or 
in the attainment of a college presidency ! Pub- 
lished data on Sheldon somatotypes provide 
some support for both of the latter outcomes. 

Parenthetically, it may be noted that geneti- 
cists have sometimes used the term “norm of 
reaction” to designate the range of variation 
of possible outcomes of gene properties (cf. 13, 
p. 161). Thus heredity sets the “norm” or lim- 
its within which environmental differences 
determine the eventual outcome. In the case of 
some traits, such as blood groups or eye color, 
this norm is much narrower than in the case 
of other traits. Owing to the rather different 
psychological connotations of both the words 
“norm” and “reaction,” however, it seems less 
confusing to speak of the “range of variation” 
in this context. 

A large portion of the continuum of heredi- 
tary influences which we have described coin- 
cides with the domain of somatopsychological 
relations, as defined by Barker et al. (6). Un- 
der this heading, Barker includes “variations 
in physique that affect the psychological situa- 
tion of a person by influencing the effectiveness 
of his body as a tool for actions or by serving 
as a stimulus to himself or others” (6, p. 1). 
Relatively direct neurological influences on be- 
havior, which have been the traditional concern 
of physiological psychology, are excluded from 
this definition, Barker being primarily con- 
cerned with what he calls the “social psycho- 
logy of physique.” Of the examples cited in the 
present paper, deafness, severe illness, and the 
physical characteristics associated with social 
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stereotypes would meet the specifications of 

sychological factors. 
Sa ar factors to which Barker refers, 
however, are not limited to those of hereditary 
origin. Bodily conditions attributable to en- 
vironmental causes operate in the same sorts 
of somatopsychological relations as those trace- 
able to heredity. In fact, heredity-environment 
distinctions play a minor part in Barker’s 
approach. 

ENVIRONMENTAL FACTORS: ORGANIC. Turn- 
ing now to an analysis of the role of environ- 
mental factors in behavior, we find the same 
etiological mechanisms which were observed 
in the case of hereditary factors. First, how- 
ever, we must differentiate between two classes 
of environmental influences: (a) those pro- 
ducing organic effects which may in turn in- 
fluence behavior and (b) those serving as 
direct stimuli for psychological reactions. The 
former may be illustrated by food intake or 
by exposure to bacterial infection; the latter, 
by tribal initiation ceremonies or by a course 
in algebra. There are no completely satisfac- 
tory names by which to designate these two 
classes of influences. In an earlier paper by 
Anastasi and Foley (4), the terms “structural” 
and “functional” were employed. However, 

have the advantage 
is context and may 
be less open to misinterpretation. Accordingly, 


n the present paper. 


Like hereditary factors, environmental influ- 


conditions as mental 
deficiency resulting from cerebral brain in- 


jury or from prenatal nutritional inadequacies. 
A more indirect etiological mechanism is illus- 
trated by severe motor disorder—as in certain 
cases of cerebral palsy—without accompany- 
ing injury to higher neurological centers, In 
such instances, intellectual retar 
occur as an indirect result of the 
cap, through the curtailment of educational 
and social activities. Obviously this causal 
mechanism corresponds closely to that of he- 
reditary deafness cited earlier in the paper. 
Finally, we may consider an environmental 
parallel to the previously discussed social 


dation may 
motor handi- 


stereotypes which were mediated by hereditary 
physical cues. Let us suppose that a young 
woman with mousy brown hair becomes trans- 
formed into a dazzling golden blonde through 
environmental techniques currently available 
in our culture. It is highly probable that this 
metamorphosis will alter, not only the reac- 
tions of her associates toward her, but also her 
own self concept and subsequent behavior. The 
effects could range from a rise in social poise 
to a drop in clerical accuracy! 

Among the examples of environmentally de- 
termined organic influences which have been 
described, all but the first two fit Barker’s 
definition of somatopsychological factors. With 
the exception of birth injuries and nutritional 
deficiencies, all fall within the social psychology 
of physique. Nevertheless, the individual fac- 
tors exhibit wide diversity in their specific 
modus operandi—a diversity which has impor- 
tant practical as well as theoretical] implica- 
tions. 

ENVIRONMENTAL FACTORS: BEHAVIORAL. The 
second major class of environmental factors— 
the behavioral as contrasted to the organic— 
are by definition direct influences, The im- 
mediate effect of such environmental factors 
is always a behavioral change. To be sure, 
Some of the initial behavioral effects may them- 
Selves indirectly affect the individual’s late be- 
havior. But this relationship can perhaps be 
best conceptualized in terms of breadth and 
permanence of effects. Thus it could be said 
that we are now dealing, not with a continuum 
of indirectness, as in the case of hereditary and 
organic-environmental factors, but rather with 
a continuum of breadth. 

Social class membership may serve as an 
illustration of a relatively broad, pervasive, 
and enduring environmental factor. Its influ- 
elopment may operate 
Thus social level 


in school, or to gain 
Emotional and social traits 


may likewise be influenced by the nature of 
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interpersonal relations characterizing homes at 
different socio-economic levels. Somewhat more 
restricted in scope than social class, although 
still exerting a relatively broad influence, is 
amount of formal schooling which the indi- 
vidual is able to obtain. 

A factor which may be wide or narrow in 
its effects, depending upon concomitant cir- 
cumstances, is language handicap. Thus the 
bilingualism of an adult who moves to a for- 
eign country with inadequate mastery of the 
new language represents a relatively limited 
handicap which can be readily overcome in 
most cases. At most, the difficulty is one of 
communication. On the other hand, some kinds 
of bilingualism in childhood may exert a re- 
tarding influence upon intellectual development 
and may under certain conditions affect per- 
sonality development adversely (2, 5, 10). A 
common pattern in the homes of immigrants 
is that the child speaks one language at home 
and another in school, so that his knowledge 
of each language is limited to certain types 
of situations. Inadequate facility with the 
language of the school interferes with the ac- 
quisition of basic concepts, intellectual skills, 
and information. The frustration engendered 
by scholastic difficulties may in turn lead to 
discouragement and general dislike of school. 
Such reactions can be found, for example, 
among a number of Puerto Rican children in 
New York City schools (3). In the case of 
certain groups, moreover the child’s foreign 
language background may be perceived by 
himself and his associates as a symbol of 
minority group status and may thereby aug- 
ment any emotional maladjustment arising 
from such status (34). 

A highly restricted environmental influence 
is to be found in the opportunity to acquire 
specific items of information occurring in a 
particular intelligence test. The fact that such 
opportunities may vary with culture, social 
class, or individual experiential background is 
at the basis of the test user’s concern with the 
problem of coaching and with “culture-free” or 
“culture-fair” tests (cf. 1, 2). If the advan- 
tage or disadvantage which such experiential 
differences confer upon certain individuals is 
strictly confined to performance on the given 
test, it will obviously reduce the validity of 
the test and should be eliminated. 


In this connection, however, it is essential 
to know the breadth of the environmental in- 
fluence in question. A fallacy inherent in many 
attempts to develop culture-fair tests is that 
the breadth of cultural differentials is not 
taken into account. Failure to consider breadth 
of effect likewise characterizes certain discus- 
sions of coaching. If, in coaching a student for 
a college admission test, we can improve his 
knowledge of verbal concepts and his reading 
comprehension, he will be better equipped to 
succeed in college courses. His performance 
level will thus be raised, not only on the test, 
but also on the criterion which the test is in- 
tended to predict. To try to devise a test which 
is not susceptible to such coaching would 
merely reduce the effectivenes of the test. 
Similarly, efforts to rule out cultural differen- 
tials from test items so as to make them equally 
“fair” to subjects in different social classes or 
in different cultures may merely limit the use- 
fulness of the test, since the same cultural dif- 
ferentials may operate within the broader area 
of behavior which the test is designed to sam- 
ple. 


METHODOLOGICAL APPROACHES 


The examples considered so far should suf- 
fice to highlight the wide variety of ways in 
which hereditary and environmental factors 
may interact in the course of behavior develop- 
ment. There is clearly a need for identifying 
explicitly the etiological mechanism whereby 
any given hereditary or environmental con- 
dition ultimately leads to a behavioral charac- 
teristic—in other words, the “how” of he- 
redity and environment. Accordingly, we may 
now take a quick look at some promising 
methodological approaches to the question 
“how.” 

Within the past decade, an increasing num- 
ber of studies have been designed to trace 
the connection between specific factors in the 
hereditary backgrounds or in the reactional 
biographies of individuals and their observed 
behavioral characteristics. There has been a 
definite shift away from the predominantly 
descriptive and correlational approach of the 
earlier decades toward more deliberate at- 
tempts to verify explanatory hypotheses. Simi- 
larly, the cataloguing of group differences in 
psychological traits has been giving way 
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gradually to research on changes in group 
characteristics following altered conditions. 

Among recent methodological developments, 
we have chosen seven as being particularly 
relevant to the analysis of etiological mecha- 
nisms. The first represents an extension of 
selective breeding investigations to permit the 
identification of specific hereditary conditions 
underlying the observed behavioral differences. 
When early selective breeding investigations 
such as those of Tryon (36) on rats indicated 
that “maze learning ability” was inherited, 
we were still a long way from knowing what 
was actually being transmitted by the genes. 
It was obviously not “maze learning ability” 
as such. Twenty—or even ten—years ago, 
some psychologists would have suggested that 
it was probably general intelligence. And a 
few might even have drawn a parallel with the 
inheritance of human intelligence. 

But today investigators have been asking: 
Just what makes one group of rats learn mazes 
more quickly than the other? Is it differences 
in motivation, emotionality, speed of running, 
general activity level? If so, are these be- 
havioral characteristics in turn dependent 
upon group differences in glandular develop- 
ment, body weight, brain size, biochemical 
factors, or some other organic conditions? A 
number of recent and ongoing investigations 
indicate that attempts are being made to trace, 
at least part of the way, the steps whereby 
certain chemical properties of the genes may 
ultimately lead to specified behavior charac- 
teristics. 

An example of such a study is provided by 
Searle’s (31) follow-up of Tryon’s research. 
Working with the strains of maze-bright and 
maze-dull rats developed by Tryon, Searle 
demonstrated that the two strains differed in 
a number of emotional and motivational fac- 
tors, rather than in ability. Thus the strain 
differences were traced one step further, al- 
though many links still remain to be found 
between maze learning and genes. A promis- 
ing methodological development within the 
same general area is to be found in the recent 
research of Hirsch and Tryon (18). 
a specially devised technique for meas 
dividual differences in behavior amo. 
organisms, these investigators laune 
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havioral characteristics in the fruit fly, Droso- 
phila. Such research can capitalize on the mass 
of available genetic knowledge regarding the 
morphology of Drosophila, as well as on other 
advantages of using such an organism in 
genetic studies. 

Further evidence of current interest in the 
specific hereditary factors which influence be- 
havior is to be found in an extensive research 
program in progress at the Jackson Memorial 
Laboratory, under the direction of Scott and 
Fuller (30). In general, the project is con- 
cerned with the behavioral characteristics of 
various breeds and crossbreeds of dogs. Anal- 
yses of some of the data gathered to date 
again suggest that “differences in perform- 
ance are produced by differences in emotional, 
motivational, and peripheral processes, and 
that genetically caused differences in central 
processes may be either slight or non-exis- 
tent” (29, p. 225). In other parts of the same 
project, breed differences in physiological 
characteristics, which may in turn be related 
to behavioral differences, have been established. 

A second line of attack is the exploration 
of possible relationships between behavioral 
characteristics and physiological] variables 
which may in turn be traceable to hereditary 
factors. Research on EEG, autonomic balance, 
metabolic processes, and biochemical factors 
illustrates this approach. A lucid demonstra- 
tion of the process of tracing a psychological 
condition to genetic factors is provided by the 
identification and subsequent investigation of 
phenylpyruvic amentia. In this case, the causal 
chain from defective gene, through metabolic 
disorder and consequent cerebral malfunction- 
ing, to feeble-mindedness and other overt 
symptoms can be described step by step (cf. 
32; 33, pp. 389-391). Also relevant are the 


recent researches on neurological and bio- 
chemical correlates of schizophrenia (9). Ow- 
ing toi 


nadequate methodological controls, how- 
ever, most of the findings of the latter studies 
must be regarded as tentative (19). 

Prenatal environmental factors provide a 
third avenue of fruitful investigation. Es- 
pecially noteworthy is the recent work of Pasa- 
manick and his associates (27), which dem- 
onstrated a tie-up between socioeconomic level, 
complications of pregnancy and parturition, 


and psychological disorders of the offspring. 
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In a series of studies on large samples of 
whites and Negroes in Baltimore, these in- 
vestigators showed that various prenatal and 
paranatal disorders are significantly related 
to the occurrence of mental defect and psychi- 
atric disorders in the child. An important 
source of such irregularities in the process of 
childbearing and birth is to be found in de- 
ficiencies of maternal diet and in other condi- 
tions associated with low socioeconomic status. 
An analysis of the data did in fact reveal a 
much higher frequency of all such medical 
complications in lower than in higher socio- 
economic levels, and a higher frequency among 
Negroes than among whites. 

Direct evidence of the influence of prenatal 
nutritional factors upon subsequent intellec- 
tual development is to be found in a recent, well 
controlled experiment by Harell et al. (16). 
The subjects were pregnant women in low- 
income groups, whose normal diets were gen- 
erally quite deficient. A dietary supplement 
was administered to some of these women 
during pregnancy and lactation, while an 
equated control received placebos. When tested 
at the ages of three and four years, the off- 
spring of the experimental group obtained a 
significantly higher mean IQ than did the off- 
spring of the controls. 

Mention should also be made of animal ex- 
periments on the effects of such factors as pre- 
natal radiation and neonatal asphyxia upon 
cerebral anomalies as well as upon subsequent 
behavior development. These experimental 
studies merge imperceptibly into the fourth 
approach to be considered, namely, the investi- 
gation of the influence of early experience upon 
the eventual behavioral characteristics of ani- 
mals. Research in this area has been accumu- 
lating at a rapid rate. In 1954, Beach and 
Jaynes (8) surveyed this literature for the 
Psychological Bulletin, listing over 130 refer- 
ences. Several new studies have appeared since 
that date (eg., 14, 21, 24, 25,35). The variety 
of factors covered ranges from the type and 
quantity of available food to the extent of con- 
tact with human culture. A large number of 
experiments have been concerned with various 
forms of sensory deprivation and with dimin- 
ished opportunities for motor exercise. Effects 
have been observed in many kinds of animals 
and in almost all aspects of behavior, including 


perceptual responses, motor activity, learning, 
emotionality, and social reactions. 

In their review, Beach and Jaynes pointed 
out that research in this area has been stimu- 
lated by at least four distinct theoretical in- 
terests. Some studies were motivated by the 
traditional concern with the relative contribu- 
tion of maturation and learning to behavior 
development. Others were designed in an effort 
to test certain psychoanalytic theories regard- 
ing infantile experiences, as illustrated by 
studies which limited the feeding responses of 
young animals. A third relevant influence is to 
be found in the work of the European biologist 
Lorenz (23) on early social stimulation of 
birds, and in particular on the special type of 
learning for which the term “imprinting” has 
been coined. A relatively large number of re- 
cent studies have centered around Hebb’s (17) 
theory regarding the importance of early per- 
ceptual experiences upon subsequent perform- 
ance in learning situations. All this research 
represents a rapidly growing and promising 
attack on the modus operandi of specific en- 
vironmental factors. 

The human counterpart of these animal 
studies may be found in the comparative in- 
vestigation of child-rearing practices in differ- 
ent cultures and subcultures. This represents 
the fifth approach in our list. An outstanding 
example of such a study is that by Whiting 
and Child (38), published in 1953. Utilizing 
data on 75 primitive societies from the Cross- 
Cultural Files of the Yale Institute of Human 
Relations, these investigators set out to test 
a number of hypotheses regarding the relation- 
ships between child-rearing practices and per- 
sonality development. This analysis was fol- 
lowed up by field observations in five cultures, 
the results of which have not yet been reported 
(cf. 37). 

Within our own culture, similar surveys have 
been concerned with the diverse psychological 
environments provided by different social 
classes (11). Of particular interest are the 
study by Williams and Scott (39) on the asso- 
ciation between socioeconomic level, permis- 
siveness, and motor development among Negro 
children, and the exploratory research by Mil- 
ner (26) on the relationship between reading 
readiness in first-grade children and patterns 
of parent-child interaction. Milner found that 
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upon school entrance the lower-class child 
seems to lack chiefly two advantages enjoyed 
by the middle-class child. The first is described 
as “a warm positive family atmosphere or 
adult-relationship pattern which is more and 
more being recognized as a motivational pre- 
requisite of any kind of adult-controlled learn- 
ing.” The lower-class children in Milner’s 
study perceived adults as predominantly hos- 
tile. The second advantage is an extensive 
opportunity to interact verbally with adults in 
the family. The latter point is illustrated by 
parental attitudes toward mealtime conversa- 
tion, lower-class parents tending to inhibit and 
discourage such conversation, while middle- 
class parents encourage it. 

Most traditional studies on child-rearing 
practices have been designed in terms of a 
psychoanalytic orientation. There is need for 
more data pertaining to other types of hypoth- 
eses. Findings such as those of Milner on 
opportunities for verbalization and the result- 
ing effects upon reading readiness represent a 
step in this direction. Another possible source 
of future data is the application of the inten- 
sive observational techniques of psychological 
ecology developed by Barker and Wright (7) 
to widely diverse socioeconomic groups. 

A sixth major approach involves research on 
the previously cited somatopsychological rela- 
tionships (6). To date, little direct informa- 
tion is available on the precise operation of 
this class of factors in psychological develop- 
ment. The multiplicity of ways in which 
physical traits—whether hereditary or en- 
vironmental in origin—may influence behavior 
thus offers a relatively unexplored field for 
future study. 

The seventh and final approach to be con- 
sidered represents an adaptation of traditional 
twin studies. From the standpoint of the ques- 
tion “How?” there is need for closer coor- 
dination between the usual data on twin resem- 
blance and observations of the family interac- 
tions of twins. Available data already suggest, 
for example, that closeness of contact and ex- 
tent of environmental similarity are greater in 
the case of monozygotic than in the case of 
dizygotic twins (cf. 2). Information on the 
social reactions of twins toward each other and 
the specialization of roles is likewise of interest 
(2). Especially useful would be longitudinal 


studies of twins, beginning in early infancy 
and following the subjects through school age. 
The operation of differential environmental 
pressures, the development of specialized roles, 
and other environmental influences could thus 
be more clearly identified and correlated with 
intellectual and personality changes in the 
growing twins. 

Parenthetically, I should like to add a re- 
mark about the traditional applications of the 
twin method, in which persons in different 
degrees of hereditary and environmental rela- 
tionships to each other are simply compared 
for behavioral similarity. In these studies, 
attention has been focused principally upon the 
amount of resemblance of monozygotic as con- 
trasted to dizygotic twins. Yet such a com- 
parison is particularly difficult to interpret 
because of the many subtle differences in the 
environmental situations of the two types of 
twins. A more fruitful comparison would seem 
to be that between dizygotic twins and siblings, 
for whom the hereditary similarity is known 
to be the same. In Kallmann’s monumental 
research on psychiatric disorders among twins 
(20), for example, one of the most convincing 
bits of evidence for the operation of hereditary 
factors in schizophrenia is the fact that the 
degrees of concordance for dizygotic twins and 
for siblings were practically identical. In con- 
trast, it will be recalled that in intelligence 
test scores dizygotic twins resemble each other 
much more closely than do siblings—a finding 
which reveals the influence of environmental 
factors in intellectual development. 


SUMMARY 


The heredity-environment problem is still 
very much alive. Its viability is assured by the 
gradual replacement of the questions, “Which 
one?” and “How much?” by the more basic and 
appropriate question, “How?” Hereditary in- 
fluences—as well as environmental factors of 
an organic nature—vary along a “continuum 
of indirectness.” The more indirect their con- 
nection with behavior, the wider will be the 
range of variation of possible outcomes. One 
extreme of the continuum of indirectness may 
be illustrated by brain damage leading to men- 
tal deficiency; the other extreme, by physical 
characteristics associated with social stereo- 
types. Examples of factors falling at inter- 
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mediate points include deafness, physical 
diseases, and motor disorders. Those environ- 
mental factors which act directly upon be- 
havior can be ordered along a continuum of 
breadth or permanence of effect, as exemplified 
by social class membership, amount of formal 
schooling, language handicap, and familiarity 
with specific test items. 

Several current lines of research offer prom- 
ising techniques for exploring the modus 
operandi of hereditary and environmental fac- 
tors. Outstanding among them are investiga- 
tions of: (a) hereditary conditions which 
underlie behavioral differences between selec- 
tively bred groups of animals; (b) relations 
between physiological variables and individual 
differences in behavior, especially in the case 
of pathological deviations; (c) role of prenatal 
physiological factors in behavior development; 
(d) influence of early experience upon eventual 
behavioral characteristics; (e) cultural differ- 
ences in child-rearing practices in relation to 
intellectual and emotional development; (f) 
mechanisms of somatopsychological relation- 
ships; and (g) psychological development of 
twins from infancy to maturity, together with 
observations of their social environment. Such 
approaches are extremely varied with regard 
to subjects employed, nature of psychological 
functions studied, and specific experimental 
procedures followed. But it is just such hetero- 
geneity of methodology that is demanded by 
the wide diversity of ways in which hereditary 
and environmental factors interact in behavior 
development. 
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2. CRITICAL PERIODS IN BEHAVIORAL DEVELOPMENT * 


JOHN P. SCOTT 


A number of years ago I was given a female 
lamb taken from its mother at birth. My wife 
and I raised it on the bottle for the first 10 
days of life and then placed it out in the 
pasture with a small flock of domestic sheep. 
As might have been expected from folklore, 
the lamb became attached to people and fol- 
lowed the persons who fed it. More surpris- 
ingly, the lamb remained independent of the 
rest of the flock when we restored it to the 
pasture. Three years later it was still follow- 


* From; “Critical Periods in Behavioral De- 
velopment,” Science, Vol. 138, pp. 949-958. 
Ovember 1962 Copyright 
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development. As I soon discovered, there is 
considerable evidence that a critical period 
for determining early social relationships is a 
widespread phenomenon in vertebrates; such 
a critical period had long been known in 
ants (2). 

The theory of critical periods is not a new 
one in either biology or psychology. It was 
Strongly stated by Stockard in 1921, in con- 
nection with his experiments on the induction 
of monstrosities in fish embryos, although he 
gave credit to Dareste for originating the 
basic idea 30 years earlier (3). In experiment- 
ing with the effects of various inorganic chem- 
icals upon the development of Fundulus eggs, 
Stockard at first thought one-eyed monsters 
Were specifically caused by the magnesium ion. 
Further experiments showed him that almost 
any chemical would produce the same effect, 
Provided it was applied at the proper time 
during development. These experiments and 
those of Child (4) and his students estab- 
lished the fact that the most rapidly growing 
tissues in an embryo are the most sensitive 
to any change in conditions, thus accounting 
for the specificity of effects at particular 
times, 

Meanwhile Freud had attempted to explain 
the origin of neuroses in human patients as 
the result of early experience and had implied 
that certain periods in the life of an infant 
are times of particular sensitivity. In 1935, 
Lorenz (5) emphasized the importance of crit- 
ical periods for the formation of primary 
Social bonds (imprinting) in birds, remark- 
ing on their similarity to critical periods in 
the development of the embryo, and McGraw 
Soon afterward (6) pointed out the existence 
of critical periods for optimal learning of 
motor skills in the human infant. Av 

Since then, the phenomenon of critical 
Periods has excited the imagination of a large 
group of experimenters interested in human 
and animal development. In describing this 
fast-moving scientific field, I shall point out 
Some of the most significant current develop- 
ments. More detailed information is available 
in some excellent recent reviews (7, 8) ee 

To begin with, three major kinds of critical- 
Period phenomena have been discovered. These 
involve optimal periods for learning, Tor Ee 
fantile stimulation, and for the formation of 


basic social relationships. The last of these 
has been established as a widespread phe- 
nomenon in the animal kingdom and conse- 
quently receives major attention in this article. 


PERIODS ARE BASED ON PROCESSES 


In the dog, the development of behavior may 
be divided into several natural periods marked 
off by important changes in social relation- 
ships (Table 1). Only a few other species 
have been studied in sufficient detail for mak- 
ing adequate comparisons, but enough data 
have been accumulated to show that similar 
periods can be identified in other mammals 
and in birds (9, 10). I originally expected to 
find that the course of postnatal development, 
like that of embryonic development, would be 
essentially similar in all vertebrates, and that 
while the periods might be extended or short- 
ened, the same pattern of development would 
be evident in all (11). However, comparison 
of only two species, man and the dog, shows 
that the periods can actually occur in reverse 
order, and that there is an astonishing degree 
of flexibility in behavioral development (12). 

This leads to the conclusion that the impor- 
tant aspect of each developmental period is 
not time sequence but the fact that each 
represents a major developmental process. 
Thus, the neonatal period is chiefly character- 
ized by the process of neonatal nutrition— 
nursing in mammals and parental feeding in 
many birds. The transition period is char- 
acterized by the process of transition to adult 
methods of nutrition and locomotion and the 
appearance of adult patterns of social þe- 
havior, at least in immature form. The period 
of socialization is the period in which primary 
social bonds are formed. If we consider 
processes alone, it is apparent that they are 
not completely dependent on each other and 
that they can therefore be arranged in differ- 
ent orders. It is also apparent that certain 
of these processes persist beyond the periods 
characterized by them. For example, a mam- 
mal usually retains throughout life the ability 
to suck which characterizes the neonatal 
period, although in most cases this ability is 
little used. 
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PROCESS OF PRIMARY SOCIALIZATION 


Since one of the first acts of a young mam- 
mal is to nurse, and since food rewards are 
known to modify the behavior of adult animals, 
it once seemed logical to suppose that the 
process of forming a social attachment begins 
with food rewards and develops as an acquired 
drive. However, the experimental evidence 
does not support this extreme viewpoint. 
Brodbeck reared a group of puppies during 
the critical period of socialization, feeding 
half of them by hand and the other half by 
machine, but giving all of them the same de- 
gree of human contact (13). He found that the 
two sets of puppies became equally attached 
to people. The result was later confirmed by 
Stanley and his co-workers (14), who found 
that the only difference in response between 
the machine-fed and the hand-fed puppies was 
that the latter yelped more when they saw 
the experimenter. Elliot and King (15) fed 
all their puppies by hand but overfed one 
group and underfed another. The hungry pup- 
pies became more rapidly attached to the 
handlers. We can conclude that, in the dog, 
food rewards per se are not necessary for the 
process of socialization, but that hunger will 
speed it up. 
Fisher (16) reared fox terrier puppies in 
isolation boxes through the entire socializa- 
tion period. The puppies were fed mechanically 
(thus, food was entirely eliminated as a factor 
in the experiment), but they were removed 
from the boxes for regular contacts with the 
experimenter. One group of puppies was al- 
ways rewarded by kind social treatment. A 
second group was sometimes rewarded and 
sometimes punished, but in a purely random 
way. Still a third group was always punished 
for any positive approach to the experimenter. 
The puppies that were both rewarded and pun- 
ished showed most attraction and dependency 
behavior with respect to the experimenter, 
and the puppies that were always punished 
showed the least. After the treatment was 
discontinued, all the puppies began coming 
toward the experimenter, and the differences 
rapidly disappeared. This leads to the sur- 
prising conclusion that the process of social- 
ization is not inhibited by punishment and 
may even be speeded up by it. 
At approximately 3 weeks of age—that is, 
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at the beginning of the period of socialization 
—young puppies begin to bark or whine when 
isolated or placed in strange places. Elliot 
and Scott (17) showed that the reaction to 
isolation in a strange place reaches a peak at 
6 to 7 weeks of age, approximately the mid- 
point of the critical period, and begins to 
decline thereafter, Scott, Deshaies, and Morris 
(18) found that Separating young puppies 
overnight from their mother and litter mates 
in a strange pen for 20 hours per day pro- 
duced a strong emotional reaction and speeded 
up the process of socialization to human han- 
dlers. All this evidence indicates that any sort 
of strong emotion, whether hunger, fear, pain, 
or loneliness, will speed up the process of so- 
cialization. No experiments have been carried 
out to determine the effects of pleasant types 
of emotion, such as might be aroused by play 
and handling, but these were probably a factor 
in Brodbeck’s experiment with machine-fed 
puppies. 

The results of these experiments on dogs 
agree with evidence from other species. While 
they were going on, Harlow (19) was per- 
forming his famous experiments with rhesus 
monkeys isolated at birth and supplied with 
dummy “mothers.” When given the choice 
between a comfortable cloth-covered mother 
without a nipple and an uncomfortable mother 
made of wire screening but equipped with a 
functional nursing bottle, the young rhesus 
monkeys definitely preferred the cloth-covered 
models from which they had received no food 
rewards. Harlow concluded that the acquired- 
drive theory of the origin of social attachment 
could be discarded. 

Later, Igel and Calvin (20) performed a 
similar but more elaborate experiment with 
puppies. These animals had more opportunity 
to choose, being provided with four kinds of 
mother models: comfortable and uncomfort- 
able, each type with and without nipples. Like 
rhesus monkeys, the puppies preferred the 
comfortable “mother” but usually chose one 
with a nipple. Thus it appears that food re- 
wards do contribute something to the social 
relationship, although they do not form its 
prime basis. 

Since then Harlow (21) has raised to ma- 
turity the monkeys raised on dummy mothers, 
has mated them, and has observed their be- 
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havior toward their own young. They become 
uniformly poor mothers, neglecting their off- 
spring and often punishing them when they 
cry. In spite of such rejection, the young 
rhesus infants desperately crawl toward their 
mothers and give every evidence of becoming 
attached to them, although perhaps not as 
strongly as in the normal relationship. Here 
again punishment does not inhibit the forma- 
tion of a social bond. 

The hypothesis that the primary social bond 
originates through food rewards had already 
been shown to be invalid in the precocial birds, 
many of which form attachments prior to the 
time when they begin to feed. Lorenz (5) was 
the first to point out the significance of this 
phenomenon, which he called “imprinting.” He 
also stated that it differed from conditioning, 
primarily in that it was very rapid and ap- 
parently irreversible. However, rapid forma- 
tion and great persistence are also characteris- 
tic of many conditioned responses and other 
learned behavior. Fabricius (22) pointed out 
that no sharp line can be drawn between im- 
Printing and conditioning, and Collias (23) 
concluded that imprinting is a form of learned 
behavior that is self-reinforcing. 

The process of imprinting in young duck- 
lings and chicks has since been experimentally 
analyzed in much detail, with results that in- 
variably confirm the conclusion that it takes 
place without any obvious external rewards or 
reinforcement. Hess (24) found that if he 
caused young ducklings to follow a model over 
Varying distances or over hurdles, the duck- 
lings which had to make the greater effort be- 
came more strongly imprinted. He also found 
that the drug meprobamate and its congener 
carisoprodol, which are muscle relaxants as 
well as tranquilizers, greatly reduce imprinting 
if given during the critical period. James (25) 
found that chicks would become attached to an 
object illuminated by a flickering light, even 
though they were not allowed to follow, and 
Gray (26) later showed that they will become 
attached to a motionless object illuminated by 
a steady light and viewed from an isolation 
box. It is therefore apparent that chicks can 
become imprinted without following, although 
muscular tension may still be important. 

Guiton (27) found that chicks allowed to 
follow a model in a group become less strongly 
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imprinted than chicks exposed singly, and he 
attributed the results to the greater fear 
shown by the isolated chicks. Recently, Pitz 
and Ross (28) subjected young chicks follow- 
ing a model to a loud sound and found that 
this increased the speed with which they 
formed a social bond. Hess (29) has given 
a mild electric shock to chicks following a 
model and finds that this also increases the 
strength of imprinting. Instead of avoiding 
the model, the distressed chick runs after it 
more closely. 

We may conclude that these young birds be- 
come attached to any object to which they are 
long exposed during the critical period, even 
when their contact is only visual. We may also 
conclude that the speed of formation of a 
social bond is dependent upon the degree of 
emotional arousal, irrespective of the nature 
of that arousal. Whether attachment is the 
result of the emotion itself or of the reduction 
of emotions as the chick or duckling approaches 
the model is still a matter of conjecture (380). 


TIMING MECHANISMS 


The basic timing mechanisms for develop- 
mental periods are obviously the biological 
processes of growth and differentiation, usu- 
ally called maturation. For various reasons, 
these are not precisely correlated with age 
from birth or hatching. For example, birds 
often retain newly formed eggs in their bodies 
overnight, thus incubating them for several 
hours before laying. By chilling duck eggs just 
before placing them in an incubator (thus kill- 
ing all embryos except those in the earliest 
stages of development) Gottlieb (31) was able 
to time the age of ducklings from the onset of 
incubation rather than from hatching and 
found that variation in the timing for the 
critical period was much reduced. No such 
exact timing studies have been made in mam- 
mals, but I have estimated that there is at least 
a week’s variation in development among pup- 
pies at 3 weeks of age, and the variation among 
human infants must be considerably greater 
(32). 

Another approach to the problem is to try 
to identify the actual mechanisms which open 
and close a period. Since an important part 
of forming a primary social relationship ap- 
pears to be emotional arousal while the young 
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TABLE 1 Periods of development in the Puppy and song sparrow. The six periods of development 
described by Nice (10) for the song sparrow correspond to the first four Periods in the puppy, as indicated 


in the table. The young of the two species are born or hatched in an immature state, 


require intensive 


parental care and feeding, and go through much the same stages before becoming independent. Develop- 
ment is much more rapid in the bird than in the Puppy, although small mammals such as mice mature at 


about the same rate as birds. 


Puppy Song sparrow 
Length of An Length of as 
Name of period Initial Name of period Initial 
period (weeks) event period (days) event 
I. Neonatal 0-2 Birth, nursing Stage 1 0-4 Hatching, gaping 
(nestling) 
II. Transition 2-3 Eyes open Stage 2 5-6 Eyes open 
III. Socialization 3-10 Startle to Stage 3 1-9 Cowering—first 
sound fear reactions 
Stage 4 10-16 Leaving nest— 
(fledgling) first flight 
Stage 5 17-28 Full flight 
IV. Juvenile 10- Final weaning Stage 6 29- Independent 
(juvenile) feeding 


animal is in contact with another, it is obvious 
that the critical period for socialization could 
be timed by the appearance of behavioral 
mechanisms which maintain or prevent con- 
tact, and this indeed is the case. There are 
demonstrable positive mechanisms, varying 
from species to species, which bring young ani- 
mals close to other members of their kind: the 
clinging response of young rhesus monkeys; 
the following response of chicks, ducklings, 
and lambs and other herd animals; the social 
investigation, tail wagging, and playful fight- 
ing of puppies; and the visual investigation 
and smiling of the human infant (33). These 
are, of course, accompanied by interacting re- 
sponses from adult and immature members 
of the species: holding and clasping by primate 
mothers, brooding of mother hens and other 
birds, calling by mother sheep, investigation 
and play on the part of other young puppies, 
and the various supporting and nurturing ac- 
tivities of human mothers. 

If contact and emotional arousal result in 
social attachment, there must be negative 
mechanisms which prevent such attachment 
once the critical period is past. Perhaps the 
most widespread of these is the development 
of a fear response which causes the young ani- 


mal to immediately leave the vicinity of a 
stranger and hence avoid contact. This devel- 
oping fear response is found in young chicks 
(7), ducklings (22, 34), dogs (35), rhesus 
monkeys (36) and in many other birds and 
mammals. Even in children there is a period 
between the ages of 5 and 12 months in which 
there is a mounting fear of strangers (37), 
sometimes called “8-months anxiety” (38). As 
already pointed out, there is a time in devel- 
opment when certain fear responses actually 
facilitate imprinting, but, as they grow 
stronger, the escape reaction follows so quickly 
that it prevents contact altogether. 

Another sort of negative mechanism is the 
rejection of strange young by adult sheep, 
goats, and many other herd animals (39). In 
these species the mothers become strongly at- 
tached to the young within a few hours after 
birth and refuse to accept strangers thereafter. 
This indicates that the rapid formation of 
emotional bonds is not limited to young 
animals. 

These timing mechanisms all depend pri- 
marily on the development of social behavior 
patterns, but both sensory and motor devel- 
opment can also influence timing. For example, 
a very immature animal cannot maintain con- 
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tact by following, and in slowly developing 
altricial birds such as jackdaws and doves 
(5, 40), the period of imprinting comes much 
later than it does in the precocial species. In 
the human infant the process of socialization 
begins before the adult motor patterns develop, 
but contact is maintained by visual explora- 
tion and by the smiling response to human 
faces (33). Thus, understanding the process 
of socialization and its timing mechanisms in 
any particular species requires a systematic 
study of the development of the various capaci- 
ties which affect the time of onset and the 
duration of the critical period. These include 
Sensory, motor, and learning capacities as well 
as the ability to perform essential patterns of 
social behavior. 

The fact that emotional arousal is so 
strongly connected with the process of primary 
Socialization suggests that the capacity to 
Produce emotional reactions may also govern 
the time of onset of a critical period. Figure 
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1* summarizes the results of a study of emo- 
tional development in the dog during the criti- 
cal period. If puppies are kept in large fields, 
totally isolated from people, fear and escape 
responses toward human beings very nearly 
reach a maximum by the time the puppies are 
14 weeks old—a finding that fixes the upper 
limit of the period of socialization (35). On 
the other hand, the peak of the emotional re- 
sponse to isolation in a strange place occurs 
when puppies are approximately 6 to 7 weeks 
old, as does the peak of the heart-rate response 
to handling. At this age, such emotional 
arousal actually contributes to the strength of 
the social bond. Fuller (41) was unable to con- 
dition the heart-rate response consistently un- 
til puppies were 5 weeks old. This indicates 
that one of the factors that brings the critical 
period to a close may be the developing ability 
of the young puppy to associate fear responses 
with particular stimuli. 


* Figure 4 in the original article-—Eps. 
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All this suggests that if the development of 
the escape response to strangers could be held 
in check, the critical period might be extended 
indefinitely. Raising puppies in small isolation 
boxes during the critical period inhibits the 
development of the escape response, but they 
still show obvious signs of fear when they are 
first removed from their cages. Fuller (42) 
reports some success in socializing these older 
pups by overcoming their fear responses, 
either by careful handling or through the use 
of tranquilizing drugs. 

Fear responses thus have the dual effect of 
facilitating the formation of the social bond 
during the critical period (along with other 
emotions) and of bringing the period to a 
close. This is understandable because the type 
of fear which terminates the critical period is 
a developing fear of Strange animals. In the 
early part of the critical period the escape 
reaction is either lacking or is momentary and 
weak. At the close of the period it is strong 
enough to prevent contact altogether. 


FORMATION OF AFFECTIONAL 
BONDS IN ADULT LIFE 


Until recently, most investigators have con- 
centrated their attention on the critical period 
for primary socialization or imprinting and 
few have gone on to study similar phenomena 
in later development. This field of investiga- 
tion is just beginning to open up, though many 
related facts have long been known. For exam- 
ple, many birds form strong pair bonds which 
are maintained as long as both members sur- 
vive. In studying the development of various 
types of social bonds in different species of 
ducks, Schutz (43) finds that, while attach- 
ments to particular individuals may be formed 
in the early critical period from 12 to 17 hours 
after hatching, the critical period for the at- 
tachment to the species may not come until 
sometime later, in some cases as late as 30 days 
after hatching, and the attachment to a partic- 
ular member of the opposite sex, or the pair 
bond, does not come until the age of 5 months 
or so. Schutz also finds that female mallards 
cannot be sexually imprinted with respect to 
other species but always mate with other mal- 
lards no matter what their earliest experience 
has been. A similar phenomenon is reported 
by Warriner (44 ), who finds that male Pigeons 
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prefer to mate with birds whose color is 
similar to that of the parents who reared 
them, whether of the same or another color 
from themselves, but females show no pref- 
erence. 

Certain species of mammals, such as foxes 
(45), form long-lasting mating bonds. It is 
Possible that the violence of the sexual emo- 
tions contributes to the formation of the adult 
bond, just as other sorts of emotional arousal 
are important to the primary socialization of 
the infant. Klopfer (46) has suggested that 
the rapid formation of the social bond in a 
mother goat toward her kid is the result of 
the high degree of emotional arousal which 
accompanies the birth of the offspring. 

In short, it seems likely that the formation 
of a social attachment through contact and 
emotional arousal is a process that may take 
place throughout life, and that although it may 
take place more slowly outside of certain criti- 
cal periods, the capacity for such an attach- 
ment is never completely lost. 

At this point it may be remarked that, in 
attempting to analyze the development of af- 
fection and social bonds objectively, scientists 
have often tried to simplify the problem by 
postulating various unitary, unromantic, and 
sometimes unesthetic explanations. One of 
these was the “acquired drive” hypothesis— 
that children love you because you feed them. 
Taking a more moderate view Harlow (19) 
has emphasized “contact comfort” as a major 
variable—that the young monkey begins to 
love its mother because she feels warm and 
comfortable—but that a number of other fac- 
tors are involved. As this article indicates, 
evidence is accumulating that there is a much 
less specific, although equally unromantic, gen- 
eral mechanism involved—that given any kind 
of emotional arousal a young animal will be- 
come attached to any individual or object with 
which it is in contact for a sufficiently long 
time. The necessary arousal would, of course, 
include various specific kinds of emotions as- 
sociated with food rewards and contact com- 
fort. 

It should not be Surprising that many kinds 
of emotional reactions contribute to a social 
relationship. The Surprising thing is that 
emotions which we normally consider aversive 
Should produce the same effect as those which 
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appear to be rewarding. This apparent para- 
dox is partially resolved by evidence that the 
Positive effect of unpleasant emotions is nor- 
mally limited to early infancy by the develop- 
ment of escape reactions. 

Nevertheless, this concept leads to the some- 
what alarming conclusion that an animal (and 
perhaps a person) of any age, exposed to cer- 
tain individuals or physical surroundings for 
any length of time, will inevitably become at- 
tached to them, the rapidity of the process 
being governed by the degree of emotional 
arousal associated with them. I need not dwell 
on the consequences for human behavior, if 
this conclusion should apply to our species as 
well as to other animals, except to point out 
that it provides an explanation of certain well- 
known clinical observations such as the devel- 
opment by neglected children of strong affec- 
tion for cruel and abusive parents, and the 
various peculiar affectional relationships that 
develop between prisoners and jailors, slaves 
and masters, and so on. Perhaps the general 
adaptive nature of this mechanism is that 
since the survival of any member of a highly 
social species depends upon the rapid develop- 
ment of social relationships, a mechanism has 
evolved which makes it almost impossible to 
inhibit the formation of social bonds. 


CRITICAL PERIODS OF LEARNING 


Unlike the process of socialization, the phe- 
nomenon of critical periods of learning was 
first noticed in children rather than in lower 
animals. McGraw’s (47) famous experiment 
with the twins Johnny and Jimmy was a de- 
liberate attempt to modify behavioral devel- 
opment by giving one of a pair of identical 
twins special early training. The result varied 
according to the activity involved. The onset 
of walking, for example, was not affected by 
Previous practice or help. Other activities, 
however, could be greatly speeded up—notably 
roller skating, in which the favored twin be- 
came adept almost as soon as he could walk. 
In other activities performance was actually 
made worse by early practice, simply because 
of the formation of unskillful habits. McGraw 
(6) concluded that there are critical periods 
for learning which vary from activity to ac- 
tivity; for each kind of coordinated muscular 


activity there is an optimum period for rapid 
and skillful learning. 

In an experiment with rats, Hebb (48) used 
the technique of providing young animals with 
many opportunities for spontaneous learning 
rather than formal training. Pet rats raised 
in the rich environment of a home performed 
much better on learning tasks than rats reared 
in barren laboratory cages. Since then, other 
experimenters (49) have standardized the 
“rich” environment as a large cage including 
many objects and playthings and have gotten 
similar effects. 

Forgays (see 50) finds that the age at which 
the maximum effect is produced is limited to 
the period from approximately 20 to 30 days 
of age, immediately after weaning. A similar 
experience in adult life produces no effect. In 
rats, at any rate, the critical period of learning 
seems to coincide with the critical period of 
primary socialization, and it may be that the 
two are in some way related. Candland and 
Campbell (51) find that fearful behavior in 
response to a strange situation begins to in- 
crease in rats between 20 and 30 days after 
birth, and Bernstein (52) showed earlier that 
discrimination learning could be improved by 
gentle handling beginning at 20 days. It may 
well be that the development of fear limits 
the capacity for future learning as well as the 
formation of social relationships. 

In addition to these studies on motor learn- 
ing and problem solving, there are many ex- 
periments demonstrating the existence of criti- 
cal periods for the learning of social behavior 
patterns. It has long been known that many 
kinds of birds do not develop the characteristic 
songs of their species if they are reared apart 
from their own kind (53). More recently, 
Thorpe (54) discovered a critical period for 
this effect in the chaffinch. If isolated at 3 or 
4 days of age, a young male chaffinch produces 
an incomplete song, but if he hears adults sing- 
ing, as a fledgling 2 or 3 weeks old or in early 
juvenile life before he sings himself, he will 
the next year produce the song characteristic 
of the species, even if he has been kept in iso- 
lation. In nature, the fine details of the song 
are added at the time of competition over ter- 
ritory, within a period of 2 or 3 weeks, when 
the bird is about a year old. At this time it 
learns the songs of two or three of its neigh- 
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pors, and never learns any others in subse- 
quent years. The critical period for song aes 
ing is thus a relatively long one, but it aside $ 
nitely over by the time the bird is a year old. 
There is no obvious explanation for its ending 
at this particular time, but it is possible that 
learning a complete song pattern in some way 
interferes with further learning. i 

King and Gurney (55) found that adult mice 
reared in groups during youth fought more 
readily than animals isolated at 20 days of 
age. Later experiments showed that most of 
the effect was produced in a 10-day period just 
after weaning, and that similar experience as 
adults produced little or no effect (56). Thus, 
there appears to be a critical period for learn- 
ing to fight through social experience, and this 
experience need be no more than contact 
through a wire. In this case the effect is prob- 
ably produced by association with other mice 
before the fear response has been completely 
developed. Similarly, Fisher (16) and Fuller 

(57) inhibited the development of attacking 
behavior in fox terriers by raising them in 
isolation through the critical period for sociali- 
zation. The animals would fight back some- 
what ineffectually if attacked, but did not initi- 
ate conflicts. Tinbergen (58) found a critical 
period in dogs for learning territorial bound- 
aries, coinciding with sexual maturity. 

The results of corresponding experiments 
on sexual behavior vary from species to spe- 
cies. In mice, rearing in isolation produced 
no effects (59). Beach (60) found that male 
rats reared with either females or males were 
actually slower to respond to sexual behavior 
than isolated males, and he suggested that 
habits of playful fighting established by the 
group-reared animals interfered with sexual 
behavior later on. In guinea pigs, contact with 
other young animals improves sexual perform- 
ance (61). 

On the other hand, young chimpanzees (62) 
reared apart from their kind can only be 
mated with experienced animals. Harlow (21) 
discovered that his rhesus infants reared on 
dummy mothers did not develop normal pat- 
terns of sexual behavior, and he was able to 
obtain matings only by exposing females to 
experienced males. Normal behavior can be 
developed by allowing 20-minute daily play 
periods with other young monkeys, but if 


rhesus infants are reared apart from all other 
monkeys beyond the pericd when they spor- 
taneously play with their fellows, patterns 0 
both sexual and maternal behavior eA 
develop normally. These results suggest ` “tk 
play has an important role in developing pee 
patterns of social behavior in these prima “a 
and that the decline of play behavior ane ech 
upper limit of the critical period during W i 
normal adult behavior may be developed. a 
Such great changes in the social gene 
ment rarely occur in humans even by acciden", 
but Money, Hampson, and Hampson (63) so 
studied the development of hermaphrodi i 
children who have been reared as one sex tif 
then changed to the other. They find te ae 
this occurs before 21% years of age, Very $ is 
emotional disturbance results. Thus, a 
a critical period for learning the sex role, int 
capacity persisting unchanged up to @ 5 to 
in development which roughly correspon Jer- 
the age when children begin to use and un this 
stand language. Perhaps more important, ie 
is the age when children first begin to take oir 
interest in, and play with, members of the 
age group. 
i N to find a common factor in the 
critical periods for learning. In some spec? ri 
such as rats, mice, dogs, and sheep, ae 
critical periods for learning coincide with t 
period for primary socialization and seem '- 
be similarly brought to a close by the develoP 
ment of fear reactions. Other critical periods 
in chaffinches and dogs, coincide with the gor 
mation of adult mating bonds. However j 
critical period for sexual learning in the rhes K 
monkey comes later than that for primary S 
cialization (64), as do critical periods for Y“ 
ous kinds of learning in human beings: es 
Part of this apparent inconsistency pam 
from our ignorance regarding timing me de- 
nisms. One such mechanism must be the ave 
velopment of learning capacities, and W° (66) 
evidence in dogs (65), rhesus monkeys aci- 
and human infants (12) that learnin m in 
ties change during development, someti™” sa- 
a stepwise fashion. One element in eT pich 
pacities is the ability to learn things 
facilitate subsequent learning. earn pot 
It is equally possible, however, tO or se! 
to learn,” and such a negative lear} cose 
may act to bring the critical period 
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At this point, we can only state a provisional 
general hypothesis: that the critical period for 
any specific sort of learning is that time when 
maximum capacities—sensory, motor, and mo- 
tivational, as well as psychological ones—are 
first present. 


CRITICAL PERIODS FOR 
EARLY STIMULATION 


Experiments to determine the effects of 
early stimulation have been mainly performed 
on infant mice and rats, which are usually 
weaned at about 21 days at the earliest, and 
have been concerned with the effect of stimula- 
tion during this pre-weaning period. All in- 
vestigators beginning with Levine (67) and 
Schaefer (68), agree that rats handled during 
the first week or 10 days of life have a lessened 
tendency to urinate and defecate in a strange 
“open field” situation, learn avoidance behav- 
ior more readily, and survive longer when 
deprived of food and water. In short, early 
stimulation produces an animal that is less 
timorous, learns more quickly, and is more 
vigorous. Levine found that the effect could 
be obtained by a variety of stimuli, including 
electric shock and mechanical shaking as well 
as handling. This ruled out learned behavior 
as an explanation of the effect, and Levine, 
Alpert, and Lewis (69) discovered that ani- 
mals handled in the early period showed a 
much earlier maturation of the adrenocortical 
response to stress. Levine interpreted these 
results as indicating that the laboratory en- 
vironment did not provide sufficient stimula- 
tion for the proper development of the hore 
monal systems of the animals. This interpre- 
tation is in agreement with Richter’s finding 
(70) that laboratory rats are quite deficient in 
adrenocortical response as compared with the 
wild variety. Schaefer, Weingarten, and 
Towne (71) have duplicated Levine’s results 
by the use of cold alone, and have suggested 
temperature as a possible unitary mechanism. 
However, their findings are not necessarily in 
disagreement with those of Levine, as the hor- 
monal stress response can be elicited by a vari- 
ety of stimuli, and temperature may simply be 
another of the many kinds of stimuli which 

produce the effect. 
- According to Thompson and Schaefer (72) 
‘the. earlier the stimulation the greater the 


effect. If the hormonal mechanism is the chief 
phenomenon involved, we can say that there is 
a critical period during the first week or 10 
days of life, since the adrenal response in any 
case matures and becomes fixed by 16 days of 
age. 

Denenberg (73) takes a somewhat different 
approach, pointing out that there should be 
optimal levels of stimulation, so that either 
very weak or very strong stimulation would 
produce poor results. He suggests that there 
are different critical periods for the effect of 
early stimulation, depending on the intensity 
of stimulation and the kind of later behavior 
measured. Working within the critical first 10 
days, Denenberg found that the best avoidance 
learning was produced by stimulation in the 
second half of the period, whereas the best sur- 
vival rates were produced by stimulation in 
the first half. Weight was approximately 
equally affected, except that there was little ef- 
fect in the first 3 days (74). 

Analyzing the effect on avoidance learning, 
Denenberg (75) and his associates found that 
both unhandled controls and rats handled for 
the first 20 days performed poorly, the former 
because they were too emotional and the latter 
because they were too calm to react quickly. 
An intermediate amount of emotional response 
produces the best learning, and this can be 
produced by handling only in the first 10 days 
of life; handling during the second 10 days 
has a lesser effect. No handling produces too 
much emotionality, and handling for 20 days 
results in too little. Irrespective of the effect 
on learning, the data lead to the important 
conclusion that emotional stimulation during 
a critical period early in life can lead to the 
reduction of emotional responses in later life. 

More precisely, there appear to be two criti- 
cal periods revealed by research on early stimu- 
lation of rats, one based on a physiological 
process (the development of the adrenal corti- 
cal stress mechanism) and extending to 16 
days of age at the latest, the other based on a 
psychological process (the reduction of fear 
through familiarity) (51), beginning about 
17 days when the eyes first open and extending 
to 30 days. The effects of handling during 
these two periods are additive, and many ex- 
periments based on arbitrary time rather than 
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developmental periods undoubtedly include 
both. 

The deleterious effects of excessive stimula- 
tion in the life of the infant may also be inter- 
preted as a traumatic emotional experience. 
Bowlby (76), in studying a group of juvenile 
thieves, found that a large proportion of them 
had been separated from their mothers in early 
infancy, and he postulated that this traumatic 
emotional experience had affected their later 
behavior. Since this conclusion was based on 
retrospective information, he and his co-work- 
ers have since studied the primary symptoms 
of separation and have described in detail the 
emotional reactions of infants sent to hospi- 
tals, and thus separated from their mothers 

(77). Schaefer (78) found a difference in 
reaction to separation before 7 months and 
separation afterward. Both sets of infants 
were disturbed, but they were disturbed in 
different ways. Infants show increasingly 
severe emotional reactions to adoption from 3 
through 12 months of age (33). It seems logi- 
cal to place the beginning of the critical period 
for maximum emotional disturbance at approx- 
imately 7 months—at the end of the critical 
period for primary socialization, which Gray 
(79) places at approximately 6 weeks to 6 
months. Infants whose social relationships 
have been thoroughly established and whose 
fear responses toward strangers have been 
fully developed are much more likely to be 
upset by changes than infants in which these 


relationships and responses have not yet been 
developed. 
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late emotional responses in mothers and ob- 
serve the effect on the offspring. Thompson 
(83) and other authors (84) have shown that 
the offspring of rats made fearful while preg- 
nant are more likely to be overemotional in the 
open-field situation than the offspring of ani- 
mals not so stimulated. Since any direct influ- 
ence of maternal behavior was ruled out by 
cross-fostering experiments, it seems likely 
that the result is produced by modification of 
the adrenocortical stress mechanism—in this 
case, by secretion of maternal hormones acting 
on the embryo rather than by stimulation after 
birth of the young animal itself. No precise 
critical period for the effect has been estab- 
lished, but it is probably confined to the latter 
part of pregnancy. Similar effects have been 
obtained in mice (85), and if such effects can 
be demonstrated in other mammals, the impli- 
cations for prenatal care in human beings are 
obvious. 

It ig interesting to note that, whereas shock- 
ing the mother both before and after parturi- 
tion has the effect of increasing emotional 
responses in the young, the emotional re- 
sponses of young rats are decreased when the 
treatment is applied directly to them. The ex- 
planation of this contradiction must await 
direct experiments on the endocrine system. 


GENERAL THEORY OF 
CRITICAL PERIODS 


There are at least two ways in which experi- 
ence during critical periods may act on behav- 
ioral development. The critical period for pri- 
mary socialization constitutes a turning point. 
Experience during a short period early in life 
determines which shall be the close relatives of 
the young animal, and this, in turn, leads the 
animal to develop in one of two directions—the 
normal one, in which it becomes attached to 
and mates with a member of its own species, or 
an abnormal one, in which it becomes attached 
to a different species, with consequent disrup- 
ting effects upon sexual and other social rela- 
tionships with members of its own kind. 

The concept of a i 
equally well to most examples of critical peri- 
ods for learning, Up to a certain point in de- 
velopment a chaffinch can learn several varie- 
ties of song, but once it has learned one of them 
it no longer has a choice. Similarly, the human 
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infant can learn either sex role up to a certain 
age, but once it has learned one or the other, 
changing over becomes increasingly difficult. 
What is learned at particular points limits 
and interferes with subsequent learning, and 
Schneirla and Rosenblatt (86) have suggested 
that there are critical stages of learning—that 
what has been learned at a particular time in 
development may be critical for whatever 
follows. 

A second sort of action during a critical 
Period consists of a nonspecific stimulus pro- 
ducing an irrevocable result, not modifiable in 
Subsequent development. Thus, almost any 
Sort of stimulus has the effect of modifying 
ei development of the endocrine stress mech- 
anism of young rats in early infancy. 

Is there any underlying common principle? 
Each of these effects has its counterpart in 
embryonic development. Up to a certain point 
toate taken from an amphibian embryo and 
si ansplanted to a new location will develop in 
woe with its new environment. Beyond 
a turning point it develops in accordance 
: ith its previous location. Some cells retain 
a degree of lability, but none retain the 
breadth of choice they had before. Similarly, 
Specific injuries produced by nonspecific causes 
are also found in embryonic development: 
damage to an embryonic optic vesicle results in 
a defective eye, no matter what sort of chem- 
ical produces the injury. It is obvious that the 
Similarity between this case and the critical 
ie for early stimulation can be accounted 
oce y the single common process of growth, 
a uring relatively late in development in the 
ase of the endocrine stress mechanism and 
at earlier in the development of the eye. 
t he effects are nonspecific because of the fact 
A, growth can be modified in only very lim- 

ways, by being either slowed down or 
Speeded up. 
wae growth and behavioral differentiation 
re based on organizing processes. This sug- 
gests a general principle of organization: that 
Once a system becomes organized, whether it is 
the cells of the embryo that are multiplying 
and differentiating or the behavior patterns 
of a young animal that are becoming organized 
hrough learning, it becomes progressively 
pete difficult to reorganize the system. That 
is, organization inhibits reorganization. Fur- 


ther, organization can be strongly modified 
only when active processes of organization are 
going on, and this accounts for critical periods 
of development. 


CONCLUSION 


This concept of critical periods is a highly 
important one for human and animal welfare. 
Once the dangers and potential benefits for 
each period of life are known, it should be pos- 
sible to avoid the former and take advantage 
of the latter. 

The discovery of critical periods immedi- 
ately focuses attention on the developmental 
processes which cause them. As these pro- 
cesses become understood, it is increasingly 
possible to deliberately modify critical periods 
and their results. For example, since the de- 
velopment of fear responses limits the period 
of primary socialization, we can deliberately 
extend the period by reducing fear reactions, 
either by psychological methods or by the use 
of tranquilizing drugs. Or, if it seems desir- 
able, we can increase the degree of dependency 
of a child or pet animal by purposely increas- 
ing his emotional reactions during the critical 
period. Again, if infantile stimulation is de- 
sirable, parents can be taught to provide it in 
appropriate amounts at the proper time. 

Some data suggest that for each behavioral 
and physiological phenomenon there is a dif- 
ferent critical period in development. If this 
were literally true, the process of development, 
complicated by individual variability, would be 
so complex that the concept of critical periods 
would serve little useful purpose. Some sort 
of order can be obtained by dealing with dif- 
ferent classes of behavioral phenomena. For 
example, it can be stated that the period in 
life in which each new social relationship is 
initiated is a critical one for the determination 
of that relationship. Furthermore, there is 
evidence that critical-period effects are more 
common early in life than they are later on, 
and that the critical period for primary sociali- 
zation is also critical for other effects, such as 
the attachment to particular places (87), and 
may overlap with a critical period for the for- 
mation of basic food habits (88). 

We may expect to find that the periods in 
which actual physiological damage through 
environmental stimulation is possible will turn 
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out to be similarly specific and concentrated in 
early life. 

A great deal of needed information regard- 
ing the optimum periods for acquiring motor 
and intellectual skills is still lacking. These 
skills are based not merely on age but on the 
relative rate of maturation of various organs. 
Any attempt to teach a child or animal at too 
early a period of development may result in his 
learning bad habits, or simply in his learning 
“not to learn,” either of which results may 
greatly handicap him in later life. In the long 
run, this line of experimental work should lead 
to greater realization of the capacities pos- 
sessed by human beings, both through avoid- 
ance of damaging experiences and through 
correction of damage from unavoidable acci- 
dents (89). 
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CE OF EARLY ENVIRONMENT AND EXPERIENCE * 


BENJAMIN S. BLOOM 


The prolongation of the period of depen- 
dency for youth in the Western cultures has 


i Bloom, Benjamin S., “Importance and Influ- 
ence of Early Environment and Experience” in 
Sabit and Change in Human Characteristics, 
ar York, John Wiley and Sons, 1964, pp- 214- 


undoubtedly been a factor in desensitizing 
parents, school workers, and behavioral scien- 
tists to the full importance of the very early 


environmental 


and experiential influences. 


Youth are usually required to attend school 
until at least 16 years of age and the majority 
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- live at home and attend school until about 
age 18. ' 

Another factor which has contributed to our 
lack of full awareness of the enormous influ- 
ence of the early environment is the limited 
evidence on the effects of the early environ- 
ment. And, even when such evidence is avail- 
able from longitudinal studies of intelligence 
and personality, it has most frequently been 
interpreted as indicating little predictive 
significance for early measures of these char- 
acteristics. There appears to be an implicit 
assumption running through the culture that 
change in behavior and personality can take 
place at any age or stage in development and 
that the developments at one age or stage are 
no more significant than those which take 
place at another. 

A central finding in this work is that for 
selected characteristics there ig a negatively 
accelerated curve of development which 
reaches its midpoint before age 5. We have 
reasoned that the environment would have its 
greatest effect on a characteristic during the 
period of its most rapid development, 


ted personality 
(1961) and Bernstein (1960) furth 


ment in influencing the development of selected 
characteristics. 


the foregoing . . 
the environment, and especially the early 


environment, has a significant effect on the 
development of selected characteristics, 


We believe that the early environment is of 
crucial importance for three reasons. The first 
is based on the very rapid growth of Selected 


characteristics in the early years and con- 
ceives of the variations in the early environ- 
ment as so important because they shape these 
characteristics in their most rapid periods of 
formation. We have already referred in brief 
detail to the evidence for this. 

However, another way of viewing the impor- 
tance of the early environment has to do with 
the sequential nature of much of human devel- 
opment. Each characteristic is built on a base 
of that same characteristic at an earlier time 
or on the base of other characteristics which 
precede it in development. Hebb (1949) has 
pointed out the differences in activity and 
exploratory behavior of animals reared in very 
stimulating environments in contrast to those 
reared under very confining conditions, Such 
differences in initial behavior are of signifi- 
cance in determining the animal's activity and 
intelligence at later stages in its development. 
Erickson (1950) has described stages in the 
development of human beings and the ways in 
which the resolution of a developmental conflict 
at one stage will in turn affect the resolutions 
of subsequent developmental conflicts, The 
entire psychoanalytic theory and practice is 
based on a series of developmental stages 
(Freud, 1933; Freud, 1937; Horney, 1936; 
Sullivan, 1953) with the most crucial ones usu- 
ally taking place before about age 6. The reso- 
lution of each stage has consequences for sub- 
sequent stages, Similarly, other more eclectic 
descriptions of development (Havighurst, 
1953; Piaget, 1932; Murray, 1938; Gesell, 
1945) emphasize the early years as the base 
for later development. All these theoretical as 
well as empirical descriptions of development 
point up the way in which the developments at 
one period are in part determined by the ear- 
lier developments and in turn influence and 
determine the nature of later developments. 
For each of these viewpoints, the developments 


that take place in the early years are crucial 
for all that follows. 


A third reason for the er 


ucial importance 
of the early environment and 


early experiences 
- It is much easier 
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inhibition, and restructuring. Although each 
learning theory may explain the phenomena 
in different ways, most would agree that the 
first learning takes place more easily than a 
later one that is interfered with by an earlier 
learning. Observation of the difficulties one 
experiences in learning a new language after 
the adolescent period and the characteristic 
mispronunciations which tend to remain 
throughout life are illustrations of the same 
Phenomena. 

Several explanations for the difficulties in 
altering early learning and for the very pow- 
erful effects of the early learning have been 
advanced. Schachtel (1949) and McClelland 
(1951) believe that the learning which takes 
Place before language development is so pow- 
erful because it is not accessible to conscious 
memory, Others, such as Dollard and Miller 
(1950), Mowrer (1950), and Guthrie (1935), 
would attribute the power of early learning to 
the repeated reinforcement and overlearning 
over time such that the early learning becomes 
highly stabilized, More recently, the experi- 
mental work on imprinting in animals by Hess 
(1959) demonstrates the tremendous power 
of a short learning episode at critical moments 
'n the early history of the organism. Hess has 
demonstrated that ducklings at ages 9 to 20 
ee may be imprinted to react to a wooden 
ee duck as a mother duck in a ten minute 
earning experience and that the duckling will 
thereafter respond to the decoy duck in pref- 
erence to real mother ducks. 

Although it is possible that each type of 
explanation is sound, especially as it applies 
to different phenomena, all three tend to con- 
firm the tremendous power of early learning 
and its resistance to later alteration or extinc- 
tion, 

h The power of early learning must still, for 
see remain largely an inference drawn 
rom theory, from descriptive developmental 
Studies, and from quantitative longitudinal 
Studies. In many respects, the attempts to 
describe the learning process as it takes place 
the first few years of life are still far from 
Satisfactory. We know more about the early 
learning of experimental animals than we do 
about human infants. In this writer’s opinion, 
the most vital research problems in the be- 
avioral sciences are those centered around 


the effects of early learning and early environ- 
ments on humans. 
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4. COGNITIVE CONSEQUENCES OF EARLY SENSORY DEPRIVATION 


JEROME S. BRUNER 


Growth in any field of science is almost 
always uneven. The past decade, for example, 
has been a period of turbulent growth in the 
field of Perception, a period in which parallel 
inquiries in neurophysiology, physics, and psy- 
chology have each in turn thrown light upon 
the nature of the perceptual process, light of 
such an order as to dazzle us all a bit with 
respect to the fundamental nature of perceiy- 
ing. I should like briefly to review some of 
these developments before turning to the 
principal topic of this symposium: the prob- 
lems of Sensory deprivation, 

Let me consider first the field of physics. 
The classic 
of the 
grams, 
Until very recently in psychology, 
tion of ambient stimuli and of their 


» and it is not surprising 
and later Boring (2) 
ble of intensity, proten- 
sity, quality, and attensity (the last a never- 
ending source of embarrassment!) , 
physics has revolutionized its way of looking 
at the physical world of potential stimulation. 
In quantum theory, for example, one Specifies 
the state of a system and the set of transi- 
tional probabilities leading to next states. 


* Bruner, Jerome B, “Cognitive Con. 
of Early Sensory Deprivation,” 
Medicine, Vol. 21, No. 2, pp. 89-95 


that Titchener (17) 
ended with the ensem 


sequences 
Ps ychosomatic 
(1959) 


Emphasis upon probability of events and 
transitional probability have become central. 
These developments in physics have tele- 
graphed themselves into psychology principally 
via the development of the mathematical 
theory of communication or information 
theory, an approach to the analysis of the 
reduction of uncertainty in physical systems 
that rests upon Boltzmann's insight that en- 
tropy in a system is best described as residual 
uncertainty. The result of all of this ferment 
in physics is that attention has been focussed 
on two related and hitherto neglected features 
of the physical stimulus: first, the set of 
possible stimulating states that might have 
occurred at any given moment, and, second, 
the bias in their likelihood of occurrence. The 
importance of this probabilistic metric for an 
understanding of the development of environ- 
mentally appropriate sets or attitudes will 
shortly become apparent. 

Developments in neurophysiology have also 
provided a new challenge to the psychologist 
interested in perception. As in the case of our 
Contact with physics, we as psychologists have 
been operating until very recently with a 19th 
or early 20th century conception of the nervous 
system, an image of a Switching and trans- 
mission system made up of an afferent or sen- 
Sory side, a central Segment, and an efferent 
or motor outflow. The work of Granit (7): 
of Galambos (5) of Magoun and his associates, 
(e.g., 11), and of Pribram (14) have seriously 
brought into question whether such a simple 
Input-output model corresponds with the find- 
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ings of electrophysiology over the past decade 
and a half. Indeed, we know now that even 
in so simple a case as the flexion reflex of 
the spinal mammalian cat, close inspection 
indicates that a third of the fibres in the ef- 
ferent nerve trunk going to a muscle has 
nothing whatever to do with motor activity but 
With the programming or gating of the sensory 
stretch receptors in the muscle, setting these 
receptors to feed back to the spinal cord on 
the afferent side either a lot or a little sen- 
Sory information about the state of the muscle. 
And Granit (7) has shown that centrifugal 
control fibres operate from the center to the 
Periphery in altering the sensitivity of retinal 
cells to stimulation. Indeed, Galambos has re- 
cently shown that fibres of central origin op- 
erate outward to the periphery of the auditory 
System, serving to “turn off” the sensitivity of 
hair cells in the organ of Corti when attention 
1s turned elsewhere. Some of these fibres have 
already been traced back as far as the superior 
Olive, and experiments have been done on the 
efteets of severing them, the result of such 
Section being to prevent centrifugal control 
from operating. Add to this work the con- 
tinuing experimentation on the boosting opera- 
tions of the reticular system in facilitating 
sensory input to the cortex, discharges which, 
as Lord Adrian puts it (4), clear the cortex 
of alpha activity in order to give sensory 
messages a clear field, and still another blow 
1S struck in the interest of freeing psychol- 
Pr from the rigid model of neural activity 
hat is a heritage from the early Sherrington. 
What this work indicates, as Robert Oppenhei- 
mer put it in his first William James lecture 
of last year, is that the price of perceiving 
anything at all is that not everything is per- 
“eved that can potentially be perceived. And 
So, if you will, the problem for an organism 
Which would hope to minimize the surprise 
of its environment to a level where he might 
Survive, is to match his programming to the 
likelihood and significance of events in the 
environment. 

Now consider some of the developments in 
Psychology, for we on our part have not been 
quiet. I want to single out only two of these. 
The first is the shift in emphasis in the study 
of perception from a consideration of classical 
Problems of space-time-quality organization 


as so well represented by the work of the 
Gestalt psychologists to what Prentice (13) 
has called a functional emphasis. I should 
take “functional emphasis” to mean that in- 
terest has shifted to the manner in which 
perceiving relates to and is instrumental in 
the various ongoing enterprises of an orga- 
nism, whether these enterprises be simply 
getting around in a familiar environment 
or as seemingly complex as looking for food 
or for a mate or for the Holy Grail. What 
has been healthy about the new emphasis is 
that, first, it has confused us out of our smug 
assumption that perception was some sort of 
fixed relationship between an impinging pat- 
tern of physical energy, on the one side, and 
certain enduring and highly stable properties 
of the brain on the other, leaving the vari- 
ability in perception to that favorite Ameri- 
can vehicle of variance, the response. The 
second and more positive effect of the shift 
in emphasis is that we have been sent scur- 
rying for independent variables that lie out- 
side the comforting stimulus metric of centi- 
meters, grams, and seconds. 

A second development in psychology, new 
work on the effects of early experience, brings 
us to the heart of the problem to which we are 
addressing ourselves: the development of per- 
ception. It is a problem with a tortured back- 
ground, tortured by the pains of yesterday’s 
metaphysical deadlocks. One such deadlock is 
the so-called nativist-empiricist controversy 
which has about it some of the scent of a 
wrongly formulated dichotomy. I say this un- 
kind thing about the so-called controversy 
simply because it has had no issue, and because 
it yields on the very margins where it should 
stay firm. Nobody in his right mind has ever 
urged that an organism begins with no built-in 
equipment for perceiving, nor has anybody 
been so brashly foolish as to claim that experi- 
ence has no effect whatever on the nature of 
what we perceive. If the controversy had any 
real meaning in the study of space perception, 
where it originated, it certainly has none in the 
study of perception generally. Or rather, I 
should say, it has about the same meaning 
as a quarrel in physics between those who 
would proclaim that weight was more impor- 
tant than the force-fulerum distance in Archi- 
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medean Type II levers. It is not a controversy 
but a question of plotting functions. 

For bringing this matter into a proper em- 
pirical perspective, we must be grateful for 
the work of Hebb and his students in investi- 
gating the effects of early sensory deprivation 
in animals. I do not propose to review the 
work, for it is well known. In general, an 
impoverished environment, one with dimin- 
ished heterogeneity and a reduced set of op- 
portunities for manipulation and discrimina- 
tion produces an adult organism with reduced 
abilities to discriminate, with stunted strate- 
gies for coping with roundabout solutions, 
with less taste for exploratory behavior, and 
with a notably reduced tendency to draw infer- 
ences that serve to cement the disparate events 
of its environment such as between the light 
of a candle flame and the likelihood of its 
burning when you put your nose into it. Add 
to these reduced capacities—which may indeed 
be irreversible, although there has not yet been 
a full scale attempt to provide adequate 
therapy toward overcoming these deficits—add 
to these the fact that there seem to be critical 
periods operative. Unless certain forms of 
stimulation-cum-learning take place before a 
certain point in a puppy’s life or a rat’s life, 
there appear to be certain very intractable 
changes. 

Let me speculate a little about the meaning 
of these challenging findings. But before I do, 
let me remind you of the parallel findings on 
prolonged sensory deprivation in adult orga- 
nisms that have the effect of disorganizing 
cognitive function, upsetting the constancies, 
even disrupting the perception of continuous 
contours that extend beyond the immediate 
focus of attention at the center of the visual 
field. I remind you of these matters in advance 
of setting forth some speculations to underline 
the likelihood that perception and cognitive 
activity generally depend upon a dynamically 
stable though ultimately disruptible equilib- 
rium that depends, even in adult life, upon 
contact with stimulus heterogeneity and a 
shifting environment. Indeed, even more dra- 
matic evidence is given by Ditchburn and his 
associates (4) indicating that if a visual pat- 
tern is stabilized on the retina such that it is 
not even displaced by the natural tremor of 


the eye, it will disappear from view within six 
or so seconds. 

Let me see if I can pull the threads of 
the discussion together now. To operate ef- 
fectively in an environment, an organism must 
develop a model of the environment, and this 
for at least two reasons. In the first place, 
it is a way of conserving information in the 
form of concepts or universals, the means 
whereby, to use the ancient Aristotelian lan- 
guage, we separate essences from accidents, or 
in modern terms signal from noise. If you will, 
the recurrent regularities and the higher prob- 
ability relationships between and among events 
are conserved in this model. Given such models 
—call them trace systems or cell assemblies 
or templates or whatever term seems most 
appropriate to your imagery—it becomes pos- 
sible, secondly, for an organism to extrapolate 
and interpolate on the basis of partial informa- 
tion, to perform the kind of inference that may 
be called “going beyond the information 
given.” This is a task that is learned gradually 
at first and then, to use Lashley’s (10) phrase, 
as the grammatical character of learning de- 
velops, proceeds at an accelerated pace as we 
convert masses of connected or associated 
events into more highly ordered systems, a5 
when the children in the ingenious experiments 
of Inhelder and Piaget go from trial and erro” 
concreteness in bouncing a ball off a wall at @ 
target to the reorganization of the situation 
as one in which the angle of incidence and the 
angle of reflexion are recognized as equal. This 
kind of learning is neither S-S nor S-R in the 
usual senses of those shopworn terms. It gon” 
sists of a process of organizing “rules” OY 
“transforms” that conserve and represent the 
redundant structure of the environment. 

Without such prior learning, the centrifugal 
control functions of the nervous system are 
without a program—speaking now of a p0 
gram as one does in computer language. 
system without a program, without a basis fO” 
predicting that certain events are more likely 
than others or preclude others, has no basis for 
Selectivity toward stimuli. I would make ĉ 
small wager at this point. Consider the cats 
in the experiment of Hernandez-Péon et al. (8) 
Click stimulation produces large spike dis- 
charges in the cochlear nucleus. If now thé 
click stimulation is continued but some white 


GROWTH, DEVELOPMENT, AND EDUCATION 37 


mice are introduced into the field under a 
bell jar, the electrical discharge produced by 
continuing click stimulation is markedly re- 
duced. Attention is directed elsewhere with 
attendant gating of the auditory system. The 
wager is this: if cats are reared in a highly 
restricted sensory environment, one with a 
minimum of stimulus variation in either the 
Visual or auditory fields, the selective gating 
found will be considerably less marked than 
in normally reared cats. The prediction is 
based upon several considerations about the 
nature of perceptual development as perceptual 
differentiation, a point of view most intimately 
Associated with the Gibsons (6). Continued 
contact with a rich sensory environment, the 
view would hold, permits the development of 
differentiation of spheres of activity, of sen- 
Sory modalities, of events within modalities. 
aug deprivation prevents such differentia- 
n, prevents the development of selective 
gating, 
ioe leads to another prediction: part of 
of — of perceptual development consists 
e capacity to utilize cues, to extract in- 
formation from cue-significate encounters. One 
of the more interesting forms of information 
utilization is to be found in the weighing of 
Probable in contradistinction to certain cues, 
for the process requires a sorting out and eval- 
uation of negative and positive instances. A 
given sign leads not always but sometimes and 
ìn excess of chance to a given significate. To 
hoe such cues requires either the gradual 
b -Up of excitatory strength as required 
Y such learning theories as Hull’s (9) oF 
SPN (16), or it requires the use of a 
rategy like that proposed by such analysts of 
e decision process as Marschak (12) or Sav- 
age (15). In the first case, the process would 
e very slow and informationally very ineffi- 
cient, particularly if one worked with a two- 
Sae discrimination situation where, say, @ 
white signal led to food 70% of the time 
and to non-food 30% and a black cue to food 
80% and to non-food 70%. In the second, 
More informationally efficient strategy, aS soon 
as the animal discriminated the difference in 
uie probability of payoff, he would opt for the 
More probable cue and ride with it. Let us 
take groups of sensorially deprived and normal 
animals and set them two-choice discrimina- 


tion tasks where the two cues lead 100:0/0:100 
to their respective consequences, then 80:20/ 
20:80, and finally 70:30/30:70 as in the well- 
known experiment of Brunswik (3). I would 
predict that the two groups would differ least 
on the certain cues, and as one moved in the 
direction of the equiprobable case, the groups 
would diverge more and more. The reason 
for the prediction is based on quite a simple 
premise. Not only does early deprivation rob 
the organism of the opportunity of construct- 
ing models of the environment, it also prevents 
the development of efficient strategies for eval- 
uating information, for finding out what leads 
to what and with what likelihood. And robbed 
of development in this sphere, it becomes the 
more difficult to utilize probable than certain 
cues, the former requiring a more efficient 
strategy than the latter. 

Let me conclude these notes by reference 
to the problem of transferability in learning. 
The McGill experiments and those inspired 
by the work at McGill have given us a striking 
example of what has been called non-specific 
transfer of training. Savings effected in learn- 
ing something new by virtue of having learned 
something before cannot in such instances be 
credited to the transfer of specific responses or 
of priorly established associations. Yet it is 
precisely this type of so-called non-specific 
transfer that is perhaps the most typical and 
the most ubiquitous. It consists of the estab- 
lishment of models or constructs or concepts 
that represent the environment in such a way 
that when one encounters a new task, it is 
possible to handle it as an exemplar of an old 
concept in connection with which appropriate 
responses have already been learned. Such 
transfer has the function, almost, of saving us 
from having to do much new learning and it is 
indeed the case that after a certain age in life, 
we do indeed get saved from such new learn- 
ing. 

But non-specific or generic transfer also 
involves the learning of general rules and 
strategies for coping with highly common 
features of the environment. And it is here 
that I think Piaget’s vision is the clearest. 
He remarks upon the fact that cognitive 
growth consists of learning how to handle 
the great informational transformations like 
reversibility, class identity, and the like. In 
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his most recent writing, he speaks of these as 
strategies for dealing with or, better, for 
creating usable information. I would propose 
that exposure to normally rich environments 
makes the development of such strategies pos- 
sible by providing intervening opportunity for 
strategic trial and error. Whether failure to 
master the elements of such strategies for 
transforming information before a certain 
period of growth produces an irreversible loss, 
I cannot say, nor do I have a clue as to why 
critical periods are so critical. That there is 
impairment of strategy under a deprived 
regimen seems, however, to be fairly evident. 

One word of conclusion about the effects 

of early deprivation. Little is served by fight- 
ing over the stale battlegrounds of yesterday’s 
theorizing. I remarked in passing that there 
has been a strong arousal of interest in the 
manner in which cognitive functioning and 
perception are shaped by the instrumental role 
they play in the enterprises of an organism. 
In the past there have been pleas of protest 
that this instrumental bedding of perception 
played no role in shaping its character or laws, 
that only responses altered by virtue of instru- 
mental requirements. Such a view comes from 
the ancient and honorable assumption that all 
there is to perceiving is the pattern of inten- 
sities, durations, and sensory qualities. It is 
obvious that inference is also a formidable 
factor in perceiving, else there would not be 
such a huge difference in recognizing the 
random word yrulpzoc and the fourth-order 
word vernalit, or frequent and infrequent 
words would be recognized with equal ease. 
Inference depends upon the establishment of 
rules and models, and it also depends upon the 
development of strategies for arriving at 
rules and models. I have proposed in this 
paper that early experience with a normally 
rich perceptual environment is needed for such 
learning, that deprivation prevents it. 

Let me, finally, explore the implication of 
work on early deprivation for our understand- 
ing of the effects of sensory deprivation on 
the functioning adult organism. It would 
seem, first of all, that not only are there critical 
problems in the development of adequate 
models of the environment and adequate coping 
strategies, but that there are also maintenance 
problems of an order of delicacy that were not 


even imagined before the pioneering experi- 
ments of Hebb and his associates at McGill. 
In listening to the papers of our symposium 
over the past several days, I have been struck 
by not only the need for variable sensory stim- 
ulation as a condition for maintaining a func- 
tioning organism, but also by the need for 
continuing social contact and stimulation. We 
have yet to study the relative effects of each of 
these sources of maintenance, but it would 
appear as if they may serve a vicarious func- 
tion for each other: where social contact is 
maintained, as in the efforts at Mt. Sinai in 
New York to keep up the family contacts 
of children in respirators, the cognitively de- 
bilitating effects of reduced stimulation are 
notably reduced. It would not be unreasonable 
to guess that social contact provides a symbolic 
analogue or vicar for sensory intake. 

What is this maintenance problem? I would 
like to suggest that it perhaps relates to a 
kind of continuing feedback-evaluation process 
by which organisms guide their correction 
strategies in perceiving, cognizing, and mani- 
pulating their environments. Let me suggest 
that the unhampered operation of this evalua- 
tion process is critical in the continuing adap- 
tation of the organism, both in the develop- 
ment of adequate cognitive functioning, as I 
have suggested, and in moment-to-moment 
functioning. Consider the massive effects that 
occur when the evaluation process is interfered 
with by various means. Disrupt auditory feed- 
back in speech by the conventional technique 
of delaying the return of the speech pattern 
to the speaker’s ear by a fraction of a second, 
and the effect is highly disruptive. Stuttering 
occurs and the speaker reports a lively dis- 
comfort, sometimes bordering on panic. S0, 
too, with the discomfort of a visual Ganzfeld, 
where virtually all orienting cues are removed 
and only a white unstructured space remains. 
Distorting spectacles often have the same ef- 
fect of disrupting and preoccupying the Or- 
ganism, setting him off on a battle for ade- 
quate feedback that makes all else seem trivial- 
One may suggest that one of the prime sources 
of anxiety is a state in which one’s conception 
or perception of the environment with which 
one must deal does not “fit” or predict that 
environment in a manner that makes action 
Possible. If there is anything to this view of 
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anxiety, then it follows that when one prevents 
an organism from monitoring the fittingness 
of his percepts and his cognitive structures, 
one is cutting him off from one of his principal 
sources of maintaining adjustment. 
i The work reported by Goldberger and Holt 
A this symposium on “individual differences 
y feaction to experimental interference with 
reality contact” and also by Bennett on the 
effect of sensory isolation in high altitude 
es Suggests that people respond differently 
it ee stages of isolation, some finding 
in i mg and even intoxicating, others, terrl- 
ee and disrupting. I do not know what 
that $n this has on our present problem, save 
lation hen one is isolated from external stimu- 
one is thrown on internal resources, and 
kes differ in the degree to which they 
inner omfortably and confidently with their 
and e eine and cognitive models. Over 
make meg this important distinction, I would 
is this T other in the form of a guess. It 
tempor a get any pleasure from being cut off 
copi rarily from adequate evaluation of ones 
i ping, whether by sensory deprivation or by 
e REN drinking” of five martinis, Say, 
neh eae that one is able to rely more on 
ing ae congruence and consistency M test- 
less pair notions about the world, that one 1S 
esac ful of errors of overdaring and over- 
of su i ization. The “strategies of evaluation 
istic 3 Ş person will tend to be more nominal- 
ing py relativistic in the philosophical mean- 
easil those terms. The person who is more 
Ny thrown off by isolation and sensory 
et and interference will be more the 
fake. da and realist, oriented outward for 
Velo; g ideas. Each will show a different de- 
or erating pattern with respect to strategies 
dim ig with reality. We have seen ee 
dren mr hs developing in eleven-year-old chi - 
RE lose cognitive patterns are now being 
led intensively by the Cognition Project at 
ae and as I listened to Drs. Goldberger 
tempt is reporting their findings, I ues 
wien to make the guess I am reporting her e. 
test, Ps its only virtue, however, 1S that itisa 
I able guess that can be rejected easily ! 
eee Conclusion, then, I have suggested that 
tio Y sensory deprivation prevents the forma- 
n of adequate models and strategies for deal- 


ing with the environment and that later sen- 
sory deprivation in normal adults disrupts the 
vital evaluation process by which one con- 
stantly monitors and corrects the models and 
strategies one has learned to employ in dealing 
with the environment. 
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5. THE GENETIC APPROACH TO THE PSYCHOLOGY OF THOUGHT *: 


JEAN 


From a developmental point of view, the 
essential in the act of thinking is not contem- 
plation—that is to say, that which the Greeks 
called “‘theorema”—but the action of the dy- 
namics. 

Taking into consideration all that is known, 
one can distinguish two principal aspects: 

1. The formal viewpoint which deals with 
the configuration of the state of things to know 
—for instance, most perceptions, mental 
images, imageries, 

2. The dynamic aspect, which deals with 
transformations—for instance, to disconnect 
a motor in order to understand its functioning, 
to disassociate and vary the components of a 
Physical phenomenon, to understand its causal- 
ities, to isolate the elements of a geometrical 


figure in order to investigate its properties, 
ete. 
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concerning himself with the transformation. 
Toward 7 or 8 years of age, on the other 
hand, a child discovers the preservation of 
the liquid, because he will think in terms of 
transformation. He will say that nothing has 
been taken away and nothing added, and, if 
the level of the liquid rises, this is due to 
a loss of width, etc. 

The formal aspect of thought makes way» 
therefore, more and more in the course 5 
the development to its dynamic aspects, unti 
such time when only transformation gives 
an understanding of things. To think mear 
above all, to understand; and to inae 
means to arrive at the transformations, whic 
furnish the reason for the state of things- 
All development of thought is resumed in the 
following manner: a construction of apiri 
tions which stem from actions and a gradua 
subordination of formal aspects into dynaml¢ 
aspects. T 

The operation, properly speaking, waea 
constitutes the terminal point of this evolu- 
tion is, therefore, to be conceived as an m 
nalized action reversible (example: additio” 
and subtraction, ete.) bound to other gae 
tions, which form with it a structured who ; 
and which is characterized by well defined law 
of totality (example: the groups, the larsa 
ete.). Dynamic totalities are clearly diferen 
from the “gestalt” because those are characte!” 
ized by their non-additive composition, conse” 
quently irreversible. 

So defined, the 

onst 


tions and Serializatj 
ers, of space 
- One could thi 


on of correspondences, Q 
and time, of the causality, 
nk at first glance that spac 
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and geometry add to the formal aspects of 
thought. In this way one conceived of the 
geometric science in the past, considering it 
impure mathematics, but applicable to percep- 
tion and intuition. Modern geometry, since 
Le Programme d’'Erlangen by F. Klein, has 
tended, like all other precise disciplines, to 
subordinate the formal to the dynamic. The 
geometries are, indeed, understood today as 
relying all on groups of transformation, so 
that one can go from one to the other by 
characterizing one less general “subgroup” as 
Part of a more inclusive group. Thus geometry 
too rests on a system of dynamics. 
_ Any action of thought consists of combin- 
Ing thought operations and integrating the 
objects to be understood into systems of dy- 
namic transformation. The psychological cri- 
teria of this is the appearance of the notion 
of conservation or “invariants of groups.” Be- 
fore speech, at the purely sensory-motor stage 
2 a child from 0 to 18 months, it is possible to 
Serve actions which show evidence of such 
tendencies. For instance: From 4-5 to 18 
eee the baby constructs his first invariant, 
Which is the schema of the permanent object 
(to recover an object which escaped from the 
Held of perception). He succeeds in this by co- 
ordinating the positions and the displacements 
according to a structure, which can be com- 
Pared to what the geometricians call “group 
displacements.” 
Pi he with the beginning of the symbolic 
E lon (language, symbolic play, imagerie, 
+), representation through thought becomes 
possible, it is at first a question of reconstruct- 
pe in thought what the action is already able 
He realize. The actions actually do not become 
“ae immediately into operations, and 
tre has to wait until about 7 to 8 years For 
€ child to reach a functioning level. During 
ae Preoperative period the child, therefore, 
Y arrives at incomplete structures char- 
acterized by a lack in the notion of combina- 
tions and, consequently, by a lack of logic (in 
transitivity, atej 
Pia the realm of causality one can à 
Serve these diverse forms of precausality, 
Tik we have previously described in detail. 
t is true that a certain number of authors— 
‘nglo-Saxon above all—have severely eriti- 
“ized these conclusions, while others have rec- 


especially 


ognized the same facts as we have (animism, 
etc.). Yet, in an important recent book two 
Canadian authors, M. Laurendeau and A. 
Pinard, have taken the whole problem up once 
again by means of thorough statistics. In 
the main points they have come to a remark- 
able verification of our views, explaining, 
moreover, the methodological reasons for the 
divergencies among the preceding authors. 

At about 7 to 8 years the child arrives 
at his first complete dynamic structures 
(classes, relations, and numbers), which, how- 
ever, still remain concrete—in other words, 
only at the time of a handling of objects 
(material manipulation or, when possible, di- 
rectly imagined). It is not before the age of 
11 to 12 years or more that operations can be 
applied to pure hypotheses. At this latter level, 
a logic of propositions helps complete the con- 
crete structures. This enlarges the structures 
considerably until their disposition. 

The fundamental genetic problem of the 
psychology of thought is hence to explain the 
formation of these dynamic structures. 

Practically, one would have to rely on three 
principal factors in order to explain the facts 
of development: maturation, physical experi- 
ence, and social interaction. But in this partic- 
ular case none of these three suffice to furnish 
us with the desired explanations—not even the 


three together. 


MATURATION 


First of all, none of these dynamic struc- 
tures are innate, but they form very gradually. 
(For example: The transitivity of equalities 
is acquired at approximately 64 to 7 years, and 
the ability of linear measure comes about only 
at 9 years, as does the full understanding of 
weights, ete.) But progressive construction 
does not seem to depend on maturation, be- 
cause the achievements hardly correspond to 
a particular age. Only the order of succession 
is constant. However, one witnesses innumer- 
able accelerations or retardations for reasons 
of education (cultural) or acquired experience. 
Certainly one cannot deny the inevitable role 
which maturation plays, but it is determined 
above all by existing possibility (or limita- 
tion). They still remain to be actualized, which 
brings about other factors. In addition, in the 
domain of thought, the factors of innateness 
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seem above all limitative. We do not have, for 
example, an intuition of space in the fourth 
dimension; nevertheless we can deduce it. 


PHYSICAL EXPERIENCE 


Experiencing of objects plays, naturally, a 
very important role in the establishment of 
dynamic structures, because the operations 
originate from actions and the actions bear 
upon the object. This role manifests itself 
right from the beginning of sensory-motor 
explorations, preceding language, and it af- 
firms itself continually in the course of manip- 
ulations and activities which are appropriate 
to the antecedent stages. Necessary as the role 
of experience may be, it does not sufficiently 
describe the construction of the dynamic struc- 
tures—and this for the following three rea- 
sons. 

First, there exist ideas which cannot pos- 
sibly be derived from the child’s experience— 
for instance, when one changes the shape of a 
small ball of clay. The child will declare, at 
7 to 8 years, that the quantity of the matter 
is conserved. It does so before discovering the 
conservation of weight (9 to 10 years) and 
that of volume (10 to 11 years). What is the 
quantity of a matter independently of its 
weight and its volume? This is an abstract 
notion corresponding to the “substance” of the 
pre-Socratic physicists, This notion is neither 
possible to be perceived nor measurable. It is, 
therefore, the product of a dynamic deduction 
and not part of an experience. (The problem 
would not be solved either by presenting the 
quantity in the form of a bar of chocolate 
to be eaten.) 

Secondly, the various investigations into the 
learning of logical structure, which we were 
able to make at our International Center of 
Genetic Epistemology, lead to a very unani- 
mous result: one does not “learn” 


the learning 
because of its physical char; 
cult to obtain the one of th 
relationship of the weight: 


A=C if A=B ana B=C 
or the one of the rel 
e reason for this 


e transitivity of the 


ationship of inclusion, ete, 
is that in order to arrive 


at the learning of a logical structure, one has 
to build on another more elementary logical 
(or prelogical) structure. And such structures 
consequently never stem from experience 
alone, but suppose always a coordinating ac- 
tivity of the subject. D 

Thirdly, there exist two types of experi- 
ences: 

1. The physical experiences show the objects 
as they are, and the knowledge of them leads 
to the abstraction directly from the object 
(example: to discover that a more voluminous 
matter is more or less heavy than a less volu- 
minous matter). 

2. The logicomathematical experience sup- 
poses to interrelate by action individual facts 
into the world of objects, but this refers to the 
result of these actions rather than to the ob- 
jects themselves. These interrelations are ar- 
rived at by process of abstractions from the 
actions and their coordinates. For instance, tO 
discover that 10 stones in a line aļways add up 
to 10, whether they are counted from left tO 
right or from right to left. Because then the 
order and the total sum have been presented. 
The new knowledge consists simply in the dis- 
covery that the action of adding a sum is iN- 
dependent of the action of putting them 10 
order. Thus the logicomathematical experience 
does not stem from the same type of learning 
as that of the physical experience, but rather 
from an equilibration of the scheme of actions, 
as we will see. 


SOCIAL INTERACTION 


The educative and social transmission (Jin- 
guistic, ete.) plays, naturally, an evident ee 
in the formation of dynamic structures, be 
this factor does not suffice either to entirey 
explain its development, and this for tw? 
reasons: t 

First, a certain number of structures do n 
lend themselves to teaching and are prior to te 
teaching. One can cite, as an example, ane 
concepts of conservation, of which, in genera 
the pedagogs agree that they are not proP 
lematic to the child. « 
The second, more fundamental, reason 15 
that in order to understand the adult and ne 
language, the child needs means of assimila- 
tion which are formed through structures Pre 
liminary to the Social transmission itself— 
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for instance, an ancient experience has shown 
us that French-speaking children understand 
very early the expression “quelques unes de 
mes fleurs” [some of my flowers] in con- 
trast to “toutes mes fleurs” [all my flowers], 
and this occurs when they have not yet con- 
structed the relation of inclusion: 


Some A are part of all B; therefore A<B 


In conclusion, it is not exaggerated to main- 
tain that the basic factors invoked before in 
order to explain mental development do not 
Suffice to explain the formation of the dynamic 
structures. Though all three of them certainly 
play a necessary role, they do not constitute 
in themselves sufficient reason and one has to 
add to them a fourth factor, which we shall 
try to describe now. 
This fourth factor seems to us to consist of 
a general progression of equilibration. This 
factor intervenes, as is to be expected, in the 
interaction of the preceding factors. Indeed, if 
the development depends, on one hand, on 
internal factors (maturation), and on the 
other hand on external factors (physical or 
Social), it is self-evident that these internal 
and external factors equilibrate each other. 
he question is then to know if we are dealing 
€re only with momentary compromises (un- 
Stable equilibrium) or if, on the contrary, this 
equilibrium becomes more and more stable. 
his shows that all exchange (mental as well 
as biological) between the organisms and the 
milieu (physical and social) as composed of 
two poles: (a) of the assimilation of the given 
external to the previous internal structures, 
and (b) of the accommodation of these struc- 
tures to the given ones. The equilibrium be- 
tween the assimilation and the accommodation 
'S proportionately more stable than the as- 
Stmilative structures which are better dif- 
ferentiated and coordinated. P 
_It is this equilibrium between the assimila- 
tion and accommodation that seems to explain 
to us the functioning of the reversible opera- 
tions. This occurs, for instance, in the realm 
of notions of conservation where the invariants 
of groups do not account for the maturation 
aud the physical experience, nor for the socio- 
lingual transmission. In fact, dynamic revers- 
ibility is a compensatory system of which the 
idea of conservation constitutes precisely the 


result. The equilibrium (between the assimi- 
lation and the accommodation) is to be defined 
as a compensation of exterior disturbances 
through activities of the subject orientated in 
the contrary direction of these disturbances. 
This leads us directly to the reversibility. 

Notice that we do not conceive of the idea of 
equilibrium in the same manner as the “gestalt 
theory” does, which makes great use of this 
idea too, but in the sense of an automatical 
physical equilibrium. We believe, on the con- 
trary, that the mental equilibrium and even the 
biological one presumes an activity of the sub- 
ject, or of the organism. It consists in a 
sort of matching, orientated towards compen- 
sation—with even some over-compensation— 
resulting from strategies of precaution. One 
knows, for instance, that the homeostasis does 
not always lead to an exact balance. But it 
often leads to overcompensation, in response 
to exterior disturbances. Such is the case in 
nearly all occurrences except precisely in the 
case of occurrences of a superior order, which 
are the operations of reversible intelligence, 
the reversible logic of which is characterized 
by a complete and exact compensation (in- 
verted operation). 

The idea of equilibrium is so close to the 
one of reversibility that G. Brunner, in a 
friendly criticism of one of our latest books 
appearing in the British Journal of Psy- 
chology, proposes to renounce the idea of equi- 
librium because the notion of the reversibility 
seems sufficient to him. We hesitate to accept 
this suggestion for the following three rea- 
sons: 

First, reversibility is a logical idea, while 
the equilibrium is a causal idea which permits 
the explanation of reforms by means of a 
probabilistic schema. For instance, in order 
to explain the formation of the idea of con- 
servation, one can distinguish a certain num- 
ber of successive stages, of which each is 
characterized by the “strategy” of a progress 
of compensation. Now it is possible to show 
that the first of these strategies (only bearing 
upon one dimension, to the neglect of others) 
is the most probable at the point of departure, 
and further, that the second of these strategies 
(with the emphasis on a second dimension) 
becomes the most likely—as a function of the 
result of the first. And, finally, that the third 
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of these strategies (oscillation between the 
observed modifications upon the different di- 
mensions and the discovery of their solidarity) 
becomes the most likely in the functioning of 
the results of the preceding, etc. From such a 
point of view the process of equilibration is, 
therefore, characterized by a sequential control 
with increasing probabilities. It furnishes a 
beginning for casual explanations of the re- 
versibility and does not duplicate the former 
idea. we , 
Secondly, the tendency of equilibrium is 
much broader for the operation than the re- 
versibility as such, which leads us to explain 
the reversibility through the equilibrium and 
not the reverse. In effect, it is at this level of 
the obvious regulations and sensory-motor 
feedbacks that the process of equilibration 
starts. This in its higher form becomes intel- 
ligence. Logical reversibility is therefore con- 
ceivable as an end result and not as a beginning 
and the entire reversibility follows the laws 
of a semireversibility of various levels. 
Thirdly, the tendency to equilibrate does not 
only explain this final reversibility, but also 
certain new synthesis between originally dis- 
tinct operations. One can cite in this regard 
an example of great importance: the serial of 
whole numbers. Russell and Whitehead have 
tried to explain the basic set of numbers 
through the idea of equivalent classes, without 
This means that 
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may then say, psychologically speaking, that 
the sequence of whole numbers is synthesis 
between two groupings qualitatively distinct, 
the fitting of the classes and serialization, and 
that this synthesis takes place as soon as one 
excludes the qualities of the elements in ques- 
tion. But how does this synthesis occur? Pre- 
cisely by a gradual process of equilibration. ; 

On the one hand the child who develops his 
ideas from numbers is in possession of struc- 
tures enabling him to fit them into classes 
(classifications). But if he wants to be ex- 
clusive of qualities in order to answer to the 
question “how many,” he becomes unable to 
distinguish the elements. The disequilibrium 
which appears, therefore, obliges the child to 
resort to the idea of order and take recourse 
to arranging these elements into a lineal row. 
On the other hand, if the child arranges the 
elements as 1, 1, 1, ete., how would he know, 
for instance, how to distinguish the second 
from the third? This new disequilibrium 
brings him back to the idea of classification: 
The “second” is the element which has but 
one predecessor, and the “third” is one that has 
two of them. In short, every new problem pro- 
vokes a disequilibrium (recognizable through 
types of dominant errors) the solution of 
which consists in a re-equilibration, which 
brings about a new original synthesis of tw° 
systems, up to the point of independence. 

During the discussion of my theories, Brun- 
ner has said that I have called disequilbrium 
what others describe as motivation, This 15 
perfectly true, but the advantage of this lan- 
Suage is to clarify that a cognitive or aygan 
structure is never independent of motivation 
factors. The motivation in return is always 
solidary to structural (therefore cognitive ) de- 
termined level. The language of the equilib- 
rium presents that activity, that permits US 
to reunite into one and the same totality thos¢ 
two aspects of behavior which always have 4 
functional solidarity because there exists ne 
Structure (cognition) without an energize? 
(motivation) and vice versa. 
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her sponsors’ fondest hopes, if not also hers. 
Not only was vandalism prevented, but these 
children, three to seven years old, became avid 
pupils. Not only did they learn “cleanliness,” 
“manners,” “some grace in action,” and ‘‘some- 
thing about proper diet,” but they became 
acquainted with animals and plants and with 
the manual arts. They got both sensory and 
motor training with the didactic apparatus and 
even learned the basic symbolic skills of count- 
ing, reading, and writing, often before they 
were five years old. People were impressed. 
When, in 1909, Montessori published her Sci- 
entific Pedagogy as Applied to Education in the 
Children’s Houses, people from all over the 
world beat Emersonian paths to her door and 
pressed her to communicate her methods to 
others. 

Americans were among the first to become 
interested, and their interest rapidly exploded 
into a social movement. Perhaps the explosion 
of interest and its waning is best illustrated by 
rates of publication about Montessori’s work. 
Jenny Merrill first described Montessori’s 
work in the December, 1909, and March, 1910, 
issues of the Kindergarten Primary Magazine. 
The year 1911 brought six reports of Montes- 
sori's work. The number rose to 54 in 1912, 
and then jumped to a maximum of 76 in 1913. 
Then the explosion appears to have rapidly 
subsided: in 1914 the number of publications 
declined to 55: they dwindled to 15 in 1915, to 
eight in 1917, and amounted to less than five a 
year thereafter. 
` Why this sudden explosion of interest? Why 
the equally sudden fall? Why revisit today 
what may appear from such evidence to have 
peen a mere fad in American education? What 
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concerns does such a revisit arouse? These are 
the issues I would like to discuss. 


WHY THE EXPLOSION OF INTEREST? 


A definitive accounting for this explosion of 
interest in Montessori’s work is hardly possi 
ble, but certain factors help to explain it. 
Americans had been primed to hope for prog- 
ress with all kinds of problems. Winning the 
West had encouraged such hope. The “muck- 
rakers” had been uncovering, in article after 
article on “the shame of the cities” in Mc- 
Clure’s Magazine, the seamy side of the human 
urban condition. American excitement about 
reform, recently fostered by the progressive 
Republicanism of Theodore Roosevelt, was still 
high. Many people, moreover, had become ac- 
customed to see in children the chief hope of 
fundamental reform. This hope had been fos- 
tered by a half-century of activity of the 
Froebel Society, by nearly a quarter-century 
of G. Stanley Hall’s child-study movement, and 
by John Dewey’s (1900, 1902) attempts—in- 
spired chiefly by the “reform Darwinism” of 
Lester F. Ward and Albion Small (Cremin, 
1962)—to make that age-old institution, the 
school, an instrument of progress and social 
reform. 

Reports of Montessori’s success in the 
“Houses of Children” made her pedagogic 
methods look to many of the most progressive- 
minded like the way to a new day, or like the 
most rapid route yet uncovered to fundamental 
reform. Many of these progressive-minded 


people who visited Montessori or bec 


ame in- 
terested in her 


work had, like Alexander 
Graham Bell, tremendous prestige; some of 
them, like McClure, controlled major sources of 
mass communication; others, like Dorothy 
Canfield Fisher (1912) and Ellen Yale Stevens 
(1913), had facile pens. They got the news out 
fast, and they spread it wide. These factors 
help explain the explosion of interest, 


But why did the interest subside almost as 
rapidly as it exploded? 
l 
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problem may fail either because they run 
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counter to the facts of empirical observation or 
because they run counter to other conceptions 
which are somehow better anchored in the be- 
liefs of men at a given time, or because of some 
combination of these two. On the side of em- 
pirical observation, the impressions of Montes- 
sori’s great educational success reported by 
American writers lent support to the validity 
of her conceptions. Some of these people 
should have been good observers: they in- 
cluded, for instance, such psychologists as 
Dorothy Canfield Fisher (who is better known 
for her novels), Arnold and Beatrice Gesell, 
Joseph Peterson, Howard C. Warren, and 
Lightner Witmer (see Donahue, 1962, for their 
publications). However, various conceptions 
of Montessori ran into almost head-on dis- 
sonance with conceptions which, froma variety 
of communicative influences, were becoming 
dominant in the minds of those Americans who 
became most influential. Most of Montessori’s 
support had come from the elite of the political 
and educational progressives and through pop- 
ular magazines; it had not come from those 
formulating the philosophy of education. 
Although Montessori got support from Howard 
C. Warren (1912), then president of the 
American Psychological Association, and from 
Lightner Witmer (1914), founder of the first 
Psychological Clinic at the University of 
Pennsylvania, she failed to get support from 
those psychologists of the functional school oF 
of the emerging behavioristic school whose 
conceptions were shortly to become dominant. 
With such emerging theories, with the con- 
ceptions of the intelligence-testing movement 
and with the psychoanalytic theory of psycho- 
Sexual development, then just beginning to get 
a foothold in America following Freud’s visit 
of 1909 at the invitation of G. Stanley Hall, 


Montessori’s notions were too dissonant to hold 
their own. 


WHY REVISIT MONTESSORI TODAY? 


All this was a half-century ago, when the 
beliefs of Stimulus-response theory, the intel- 
ligence testers, and psychoanalysis were be 
coming dominant. They remained dominant 
for the period between the two World Wars 
and through World War IT. Stimulus-response 
methodology was highly productive of observa- 
tional evidence, Ironically, it is this evidenc® 
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from S-R methodology which has been the 
undoing of the beliefs dominant in psycho- 
logical theory, even some of those central to 
S-R theory. Moreover, it is this evidence from 
S-R methodologies which suggests that Mon- 
tessori built pedagogically better than her 
critics knew, even though the language of her 
constructs may seem even more quaint today 
than Kilpatrick found it in 1912. Consider in 
turn the various beliefs synopsized. 

BELIEF IN THE UNIMPORTANCE OF EARLY 
EXPERIENCE. It was Freud’s (1905) observa- 
tion that the free associations of his patients 
led back to infancy, and his imaginative inter- 
pretation in the theory of psychosexual de- 
velopment, that began to lend force to the 
notion that very early experience, even prever- 
bal experience, might be important for the 
development of adult characteristics. Freud’s 
theory, however, put the emphasis on the fate 
of _instinctive modes of infantile pleasure- 
Striving, i.e., sucking, elimination, and geni- 
tality. To a substantial degree, objective 
Studies of the effects of these factors explicitly 
concerned in early psychosexual development 
have generally tended to depreciate their 
importance (see Child, 1954; Hunt, 1945; 
Orlansky, 1949; Sears, 1943).! On the other 
hand, studies of the effects of various kinds of 
early infantile experience in animal subjects 
have left very little room for doubt that early 
experience is a factor in behavioral develop- 
ment, Ready-made infantile responses, like the 
Sucking of the calf—as any farmer knows—or 
of the human infant (Sears & Wise, 1950), the 
Decking response in chicks (Padilla, 1935), or 
the flying response of young birds (Spalding, 
1873), will wane if these patterns go unused 
for too long a time. Similarly, such presum- 
ably instinctive patterns as mothering fail to 
develop in female rats that have been deprived 
of licking themselves by means of Elizabethan 
Collars worn from weaning to adulthood 

irch, 1956). Even certain aspects of the 
anatomica] maturation itself appear to depend 
'Pon experience. Chimpanzees (Riesen, 1958), 
I must exce r ‘owing variety of fac- 
S in parent-child relationships which are DEINE 
Own to be quite important (see Becker, 1962). 
3 “Se studies stem in large part from the Galen 
as that conception of the Oedipal er 
learn; Conception has been elaborated am 

*ning theory of Dollard & Miller (1950). 
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tor. 
Sh 


kittens (Weiskrantz, 1958), rabbits (Bratt- 
gard, 1952), and rats (Liberman, 1962) that 
are reared in darkness develop anomalous 
retinae which are deficient in Miiller fibers and 
show deficient RNA production in the retinal 
ganglion cells (Brattgard, 1952; Liberman, 
1962; Rasch, Swift, Riesen, & Chow, 1961). 
Moreover, rats deprived of vision for the 10 
days immediately after the eyes open are not 
as quickly responsive to visual cues in adult- 
hood as are litter-mates which were deprived 
of hearing for 10 days after their ears opened, 
and vice versa (Wolf, 1943; Gauron & Becker, 
1959). (That is, the rats deprived of hearing 
are not as quickly responsive to aural cues as 
are rats deprived of vision.) Although there is 
still much confusion concerning this issue, rats 
petted, shook, or submitted to electric shock 
and to marked drops in temperature have 
shown repeatedly, as adults, a reduction in the 
tendency to defecate and urinate in a strange 
open field, increased readiness to enter strange 
places, and more rapid learning to avoid shock 
than controls left unmolested in the maternal 
nest (see Denenberg, 1962; Levine, 1961). 
These are but a sample of the various kinds of 
effects of infantile experience on the adult 
behavior of animal subjects (see also Beach & 
Jaynes, 1954). Still others will be noted in 
connection with other beliefs. Clearly, Montes- 
sori’s concern with the experience of three- 
and four-year-olds need be no will-o’-the-wisp. 

BELIEF IN FIXED INTELLIGENCE. The belief 
in fixed intelligence was based in considerable 
part upon the notion that the genes which 
carry the heredity of the individual fix his 
intellectual capacity. It is probably true that 
the genes determine an individual’s potential 
to develop intellectual capacity, but they do not 
guarantee that the individual will achieve his 
potential capacity. Elsewhere (Hunt, 1961), I 
have summarized the evidence (a) that scores 
from tests administered in the preschool years 
predict very poorly scores for tests adminis- 
tered at adolescence, (b) that substantial dif- 
ferences in the I.Q. have been found for iden- 
tical twins reared apart and that the degree of 
difference of I.Q. is related to the degree of 
difference between the sets of circumstances 
under which the twins have developed, and (c) 
that the commonly predicted drop in intelli- 
to be expected from the fact that the 
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majority of each new generation comes from 
the lower half of the population ee 
hag failed to occur and that, instead, rather 
substantial increases have been found. 
one is interesting to note that 
Harold Skeels has recently followed up those 
individuals in the study by Skeels & Dye 
(1939). In this study, a group of 13 infants 
with a mean I.Q. of 64.3 and a range between 
36 and 89 and with chronological ages ranging 
from seven to 30 months, was transferred from 
an orphanage to a school for the mentally re- 
tarded. There they were placed on a ward 
where the older and brighter girls became very 
much attached to them and would play with 
them during most of the infants’ waking 
hours. After being on this ward for periods 
ranging between six months, for the seven- 
month- old youngster, and 52 months for the 
30-month-old youngster, they were retested. 
Each of the 13 showed a gain in I.Q.: the mini- 
mum gain was seven points, the maximum was 
58 points, and all but four showed gains of 
more than 20 points. In the same study, for 
purposes of contrast, were 12 other orphanage 
inmates, this group having a mean I.Q. of 87, 
an 1.Q. range from 50 to 103, and 
from 12 to 22 months. These inf 
in the orphanage, 
after periods varyi 
they all showed a q 
was only eight poi 
children, the decr 
45 points, with fiv: 
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an age range 
ants were left 
When they were retested 
ng from 21 to 43 months, 
ecrease in I.Q. One decrease 
nts, but for the remaining 11 
eases varied between 18 and 


e exceeding 35 points. In the 
follow-up study, all of these cases were located 


after a lapse of 21 years. The findings are 
startling. Of the 13 in the group transferred 
from the orphanage to the school for the men- 
tally retarded: all are self-supporting; none is 
a ward of any institution, public or private; 11 
of the 13 are married, and nine of these have 
had children. On the other hand, of the 12 
children, originally higher in L.Q., who were 
kept in the orphanage: one died in adolescence 
following continuous residence in a state insti- 
tution for the mentally retarded; five are still 
wards of state institutions, one in a mental 
hospital and the other fi 
the mentally 


similarly great. For the 13 transferred from 
the orphanage to the school for the mentally 
retarded, the median grade completed is the 
twelfth (i.e., graduation from high school) ; 
four have gone on for one or more years of 
college work, with one of the boys having a 
bachelor’s degree from a big state university. 
Occupationally, the range is from professional 
and semi-professional to semi-skilled laborers 
or domestics. For the 12 who remained in the 
orphanage, half failed to complete the third 
grade, and none got to high school. Only three 
of the six not now in state institutions are now 
employed (Skeels, personal communication, 
1964). Clearly there is a difference here that 
counts. The superiority of the foster home, 
where the child receives a variety of experience 
and stimulation, over the old orphanage is 
relevant here (see Goldfarb, 1963). 

Evidence that early experience influences 
adult problem-solving capacity comes also from 
studies with animal subjects. This work stems 
from the neuropsychological theorizing of 
Donald Hebb (1949). Hebb was concerned 
with the facts of attention and thought. For 
him, the switchboard conception of brain- 
function could not be true, for these facts im- 
ply that semi-autonomous processes must be 
operating within the brain. He also found 
evidence for these in neurophysiology, and he 
termed them cell assemblies, based upon early 
learning perceptual experiences, and phase 
Sequences, based upon the sequential organiza- 
tions of later learning. The electronic com- 
puter has replaced the telephone switchboard 
as the mechanical model of brain function. On 
the assumption that problem-solving would be 
a function of the richness of these semi- 
autonomous central processes, Hebb (1947) 
compared the problem-solving ability of rats 
reared in cages in the laboratory with that of 
rats reared as pets in his home. The problem- 
solving ability was measured by the Hebb- 
Williams (1946) test of animal intelligence. 
The pet-reared animals were superior to their 
cage-reared litter-mates, Thompson & Heron 


(1954), also at McGill, have done a similar 
experiment with do 


reared under 
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reared dogs were put together in a dog-pasture 
for 10 months; then, at 18 months of age, their 
problem-solving ability was assessed in the 
Hebb-Williams mazes. The pet-reared dogs 
were superior to their cage-reared litter-mates. 
In fact, the superiority of the pet-reared dogs 
over the cage-reared dogs appears to have been 
even more marked than the superiority of the 
pet-reared rats over the cage-reared rats. This 
Suggests that the degree of effect of infantile 
experience on adult problem-solving capacity 
may well be a function of the proportion of the 
brain not directly connected with either recep- 
tor inputs or motor outputs. This proportion, 
termed the A/S ratio by Hebb (1949) in- 
creases up the phylogenetic scale. 

There is a good possibility that the cultural 
deprivation involved in being reared under 
slum conditions may be somewhat analogous to 
Cage-rearing while being reared in a family of 
the educated middle class most resembles pet- 
rearing. This possibility suggests that an en- 
richment of early experience during the 
Preschool years might well serve as an antidote 
for this cultural deprivation, if it comes early 
€nough (see Hunt, 1964). It might thereby 
give those children whose lot it has been to be 
born to parents living in slums a more nearly 
even opportunity to hold their own in the 
Competitive culture of the public school once 
they get there. The “House of Children” es- 
tablished by Montessori in the San Lorenzo 
district of Rome and the methods of teaching 
that she developed there provide a splendid 
beginning precisely adapted for this purpose 
of counteracting cultural deprivation. 

BELIEF IN PREDETERMINED DEVELOPMENT. 

he notions that psychological development is 
Predetermined by the genes and that the re- 
SPonse repertoire emerges automatically as @ 
function of anatomic maturation are no longer 
tenable. The early evidence appearing to Sup- 
Port such a conception of development was 
either based on investigations with such lowly 
Organisms as Amblystoma and frogs (see 

unt, 1961), or it was based upon the effects 
of Practicing a given kind of skill. Such lower 
Organisms as these amphibia used as subjects 
by Carmichael (1926) and Coghill (1929) dif- 
er from mammals, and especially from human 
“Ings in two very fundamental ways. They 
ave substantially greater regenerative Ca- 


pacity, and this fact suggests that biochemical 
determiners may well be considerably more 
prepotent in determining their development 
than such factors are in determining the de- 
velopment of mammals. They also have a much 
lower proportion of the brain not directly con- 
nected with receptor inputs or motor outputs 
(in Hebb’s terms, a lower A/S ratio). This 
fact suggests that semi-autonomous central 
processes deriving from experience must have 
a much smaller role in determining their 
behavior than it has in mammals, and espe- 
cially in man. Moreover, the evidence con- 
cerning the effects of very early experience 
both on the anatomical development of the 
retinae and on adult behavior in animal sub- 
jects is clearly dissonant with this notion of 
predetermined development. 

Those studies showing that practice has but 
evanescent effects on such early abilities as 
tower-building, ladder-climbing, buttoning, 
and cutting with scissors (see Gesell & Thomp- 
son, 1929; Hilgard, 1932) missed the point 
that abilities appear to be hierarchically or- 
ganized, that the experiences governing the 
age at which such abilities appear do not con- 
stitute exercise in those abilities themselves. 
Rather, they constitute encounters with quite 
different circumstances important in estab- 
lishing abilities lower in the hierarchy. At the 
level of school subjects, this can .be illustrated 
by noting how useless practice in long division 
is if the child has not learned to add and sub- 
tract. More to the point, however, is such 
evidence from animal studies as Birch’s (1956) 
finding that female rats do not mother their 
young properly if they have been deprived of 
licking themselves by means of Elizabethan 
collars. Still more to the point, at the level of 
human beings, is that dramatic finding of 
Dennis (1960) that children being reared in a 
Teheran orphanage where visual and auditory 
inputs are relatively homogeneous are mark- 
edly delayed in their locomotor development. 
Of these children, 60% were still not sitting up 
alone at two years of age, and 85% were still 
not walking at four years of age. Variations of 
visual and auditory input would appear in 
terms of our conceptions of practice to have 
little to do with locomotor skills. Thus, while 
the genotype does set limits on an individual’s 
potential, it does not guarantee that this poten- 
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tial in capacity will be reached. The achieve- 
ment of genotypic potential appears to be a 
function of a continuous interaction between 
the organism and its environment. It has long 
been obvious that there must be a biochemical 
interaction manifested in the processes of food 
and water intake and elimination, but it now 
appears that psychological development is also 
highly dependent upon what one may charac- 
terize as the organism’s informational inter- 
action with the environment. 

One more factor relevant to the role of early 
experience in psychological development. Dur- 
ing the earliest phases, the longer a developing 
organism is deprived of a given sort of experi- 
ence, or, to put it another way, the longer an 
organism is deprived of a given kind of infor- 
mational interaction with the environment, the 
more likely is the effect of that deprivation to 
become permanent. For instance, in the work 
of Cruze (1935, 1938) chicks reared in dark- 
ness for only five days quickly developed their 
expected accuracy in pecking, but chicks al- 
lowed only some 15 minutes out of darkness for 
pecking each day for 20 days not only failed to 
improve but also appeared to be permanently 
deficient in pecking accuracy. Moreover, when 
Padilla (1935) kept newly-hatched chicks from 
pecking for eight consecutive days or longer, 
the chicks lost completely their inclination or 
capacity to peck. Such relationships are still 
inadequately understood, but they h 
implication for childhood educ: 
ply that the longer cultur 
the greater and the more permanent will be its 
effects. Such considerations make it important 
to consider ways to enrich preschool experience 
as an antidote for such cultural deprivation, 
and the earlier the better (see Hunt, 1964), 
Moreover, from the observations of Americans 
who visited Montessori’s Houses of Children, 
one gathers they were successful at precisely 
this business of counteracting the effects of 
cultural deprivation on these symbolic skills 
required for success in school and in an in- 
creasingly technological culture. Here, having 
based her pedagogy on earlier attempts to 
educate the mentally retarded was probably a 
highly pertinent advantage. 

BELIEF THAT “ALL BEHAVIOR Is MOTIVATED.” 

n that all behavior is motivated 
mulation, homeostatic needs, or 


ave a clear 
ation. They im- 
al deprivation lasts, 


sex, or by acquired drives based upon these, 
has run into an accumulation of dissonant 
evidence. One of the most obvious implications 
of this commonly-believed proposition is that 
organisms will become quiescent in the absence 
of such motivation. They do not. For instance, 
play in animals is most likely to occur in the 
absence of such motivating conditions ( Buhler, 
1928; Beach, 1945), Similarly, manipulative 
behavior in chimpanzees (Harlow, Harlow & 
Meyer, 1950), spatial exploration in rats 
(Berlyne, 1960; Nissen, 1930), spontaneous 
alternation in rats (Montgomery, 1953, 1955), 
and visual and auditory exploration in monkeys 
(Butler, 1953, 1958) have all been found to 
occur repeatedly in the absence of such motiva- 
tion (see Hunt, 19682). 

Such evidence has recently been given theo- 
retical recognition in the postulation of @ 
variety of new drives and needs, Such duives 
and needs however, are no more than descrip- 
tions of the behavior they propose to explain. 
Moreover, in motive-naming we are merely 
revisiting the instinet-naming popularized by 
McDougall (1908) early in this century arid 
rejected immediately after World War I. We 
should know better. This evidence has alao 
been unfortunately recognized in motives 
named in terms of their telic significance, such 
as the “urge of mastery” of Ives Hendrick 
(1943) and the “competence motivation” of 
White (1959), and in terms of spontaneous 
activity by such people as Hunt (1960). I say 
unfortunately recognized because such concep- 
tual approaches provide no means of develop- 
ing hypotheses about testable antecedent- 
consequent relationships. r 

Elsewhere I have proposed a mechanism for 
motivation inherent in information processing 
and action (Hunt, 1963a) or, if you will, 
within the organism's informational inter- 
action with the environment. The nature © 
this mechanism has been suggested by the re- 
cent radical change in our conception of the 
functional unit of the nervous system from 
that of reflex are to that of feedback l00P- 
From the standpoint of the feedback 100P: 
activity is instigated, not merely by the onset 
of some kind of Stimulation, but by the occur- 
rence Of a discrepancy between the input of the 
moment and some standard existing within the 
organism. This discrepancy I have termed, 
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following the lead of Miller, Galanter, & Pri- 
bram (1960), incongruity. As I see it, some 
standards, like those for homeostatic needs, are 
built into the organism, but some standards are 
established through experience as coded resi- 
dues of encounters with the environment which 
are stored within the nervous system. In the 
language of common sense, they are expecta- 
tions. Probably these residues are stored 
Within those intrinsic portions of the brain not 
directly connected with receptor inputs and 
motor outlets. Incongruity is typically accom- 
Panied by emotional arousal, but emotional 
arousal does not appear to be, by itself, a suf- 
ficient determiner of whether the organism 
Will approach or withdraw from a source of 
Stimulation (see Haywood & Hunt, 1968). The 
determiners of approach and withdrawal, pre- 
Sumably associated with the hedonic value of 
the source of input, appear to inhere within the 
organism's informational interaction with 
Circumstances. If there is too little incongru- 
ity, the organism approaches sources of incon- 
8ruity, but if there is too much incongruity, 
the organism withdraws from sources of in- 
“ongruous inputs (see Hebb, 1949). The 
°rmer condition is illustrated in the study of 
Bexton, Heron, & Scott (1954). There, McGill 
Students refused to remain within a situation 
Where Variation in receptor inputs was mini- 
ages even though they were paid $20 a day. 
n the other hand, withdrawal from too much 
ncongruity is illustrated in Hebb’s (1946) 
Studies of fear. There, chimpanzees encounter- 
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fate to mean that there is an optimum ane 
1963 y Which is continually sought Cau 
nora It is a basis for continuous sonini 
notio h with joy. It also justifies the ire 
est ons that children have a spontaneous in fi 
Su in learning. In basing her pedagogy 

. motivation, I now believe Montessori was 

Solid ground. | 
couple notion of an optimum of incongruity, 
Whi S with the notion that the standard upon 
incongruity is based derives from exPe- 


rience, gives rise to what I have termed “the 
problem of the match” (Hunt, 1961). This 
“problem of the match” implies that if the cir- 
cumstances encountered are to be attractive 
and interesting and are yet to be challenging 
enough to call forth those accommodative 
changes, within the structure of central proc- 
esses, that presumably constitute learning, 
they must be properly matched to those “stan- 
dards” which the child has already developed 
in the course of his past experience. The status 
of our knowledge about these matters is en- 
tirely inadequate for us to arrange such 
matches entirely from the outside. It would 
appear that the child must have some oppor- 
tunity to follow his own bent. Thus, we come 
to the importance of that liberty emphasized by 
the Rousseau-Pestalozzi-Froebel tradition and 
by Montessori. 

It was this “problem of the match” that 
prompted my interest in Montessori’s work. 
When I wrote Intelligence and Experience, this 
problem of the match loomed as a large ob- 
stacle in the way of maximizing intellectual 
potential. I deserve no credit for discovery, 
however, because as recently as two years ago, 
the name of Montessori would have meant to 
me only one of those educational “faddists” 
who came along shortly after the turn of the 
century. It was after a day-long discussion of 
such matters with Lee Cronbach and Jan 
Smedslund at Boulder in the summer of 1962, 
that Jan Smedslund asked me if I knew of 
Montessori and her work. When I claimed no 
such knowledge, he advised me to look her up, 
because, and I quote his words as I remember 
them, “she has a solution to your problem of 
the match—not a theoretical solution, but a 
practical one.” I believe Smedslund is correct, 
for in arranging a variety of materials in 
graded fashion, in putting together children 
ranging in age from three to seven, and in 
breaking the lock-step in infant education, 
Montessori went a long way toward a practical 
solution. Grading the materials permits the 
child to grow as his interests lead him from 
one level of complexity to another. Having 
children aged from three to seven years to- 
gether should permit the younger children a 
graded series of models for imitation and the 
older ones an opportunity to learn by teaching. 
Breaking the lock-step provides that oppor- 
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tunity for the child to make his own selection 
of materials and models. In the present state 
of our knowledge about the match, I believe 
only the child can make an appropriate selec- 
tion. Thus, I believe there is an important 
psychological basis for Montessori’s practice. 
BELIEF IN THE RELATIVE IMPORTANCE OF 
MOTOR RESPONSE AND RECEPTOR INPUT. The 
belief that it is the motor response that is all- 
important in learning is less tenable than it 
was half a century ago. Although the issue is 
still far from settled, recent evidence appears 
to indicate that the role of the eyes and the 
ears, and perhaps the tactile organs, may be 
much more important in the organism’s on- 
going informational interaction with the en- 
vironment than are the motor outlets. In this 
connection, it is exceedingly interesting to re- 
call that Hopi children reared on cradleboards 
walked as soon as did Hopi children reared 
with the free use of their arms and legs. Tying 
of the arms and legs to the cradleboard inhibits 
movement almost completely during the wak- 
ing hours. Dennis & Dennis (1940) found that 
the distributions of ages of walking for the 
cradleboard-reared Hopi children and those 
allowed free movement could be super-imposed, 
one on the other. The average age for both 
conditions of rearing was about 15 months. 
Consider, in this same connection, the finding 
by Dennis (1960) that 60% of the Teheran- 
orphanage children are not yet sitting up alone 
at two years of age and that 85% are not walk- 
ing at four years of age. The children in this 
orphanage have free use of their arms and 
legs, but the variety of visual and auditory 
inputs encountered is highly restricted. Note 
too that those Hopi children reared on cradle- 
boards were often carried about on their 
mothers’ backs. Thus, while their arms and 
legs might be restricted, their eyes and ears 
could feast upon a rich variety of inputs. From 
such considerations and from the evidence 
assembled by Fiske & Maddi (1961), it would 
appear that variations in the circumstances 
with which an infant has informational inter- 
action is an exceedingly important determiner 
of his rate of early development and of his 
achieving his genotypic potential in ability. 
Still another line of Suggestive evidence 
comes from the work of O. K. Moore. This 


concerns what he calls “responsive environ- 


ments.” In teaching nursery-school children 
to read, he has them strike the keys of an elec- 
tric typewriter so arranged that, as each key is 
struck, the child sees the letter struck and 
hears the name of the letter. Nursey-school 
children are introduced to the apparatus by a 
child who explains that “we take turns.” Each 
day a child is asked if he wishes his turn. Given 
this opportunity, each child nearly always does. 
After a period of free exploration of the key- 
board, the speaker in the apparatus can be used 
to tell the child what letter to strike. By keep- 
ing all keys but the named one fixed, the child 
can gradually be taught the keyboard. BY 
means of further programmed changes in the 
experience, children can fairly rapidly be led to 
the point where they are typing from dictation. 
While this program concerns reading, it minl- 
mizes the motor side and is based on visual and 
auditory responses from the typing on the 
apparatus. When children with several months 
of such experience are provided with a black- 
board, Moore reports that after noting that 
some of their marks resemble the letters they 
have learned on the typewriter, they quickly 
explore making all those letters with chalk. 
Moreover, the motor dexterity and the control 
of these four-and five-year-olds, as it appears 
in their writing, has been judged by experts to 
be like that typical of seven-and eight-year- 
olds (Moore, personal communication). Such 
observations suggest that motor control may 
be less a matter of educating the child’s mus- 
cles than it is of his having clear images of 
what he is trying to make with his hands. On 
the basis of such evidence, perhaps Montes- 
sori’s pedagogical emphasis on “sensory learn- 
ing,” based as it was on careful clinical obser- 
vation of the learning of mentally retarded 
children was closer to reality than the theories 
of those who held such emphasis in contempt: 
Her theoretical attribution of the effects 0 
“sensory learning” to increased power of a 
discriminative faculty may have been logically 
circular, but it was no more wrong than the 
emphasis on the response side. i 
In view of the various lines of recent ev!” 
dence that I have been synopsizing, Montes” 
Sori’s pedagogy appears to fall into step Wit? 
what may well be a new Zeitgeist. Moreove! 
developments in technology a new 


are putting 
premium on the ability to 


solve problems Í” 
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linguistic and mathematical terms. Those 
lacking these skills are finding less and less 
Opportunity to participate in the culture, even 
to the degree that they can make a living. 
Futhermore, those children born to parents 
without these skills suffer that cultural depri- 
vation associated with poverty and slums 
Which makes them retarded in the underlying 
Capacities required to succeed in the public 
Schools, It would appear from the evidence 
Cited that enrichment of preschool experience 
Would be a promising antidote to such cultural 
deprivation. Montessori’s Houses of Children 
in the San Lorenzo district of Rome supply an 
apt model with which to start. Thus, these 
changing beliefs about child development and 
the Problem of coping with cultural deprivation 
in a culture where technology is playing an 
increasingly important role are reasons suf- 
ficient for revisiting Montessori’s approach 
to child pedagogy. 


WORDS OF CAUTION 


r gm the other hand, there are dangers in 
revisiting Montessori’s approach. While her 
Practice is no longer out of step with the con- 
ar Prioris emerging from recent evidence, her 
Menry was never the kind that supplies a good 
mune to the observation and investigation 
a tbe to settle the various issues that are 
} highly problematical. Those who turn to 
es approach to pedagogy should 
cquultaneously examine the changes in the 
Siu of psychological development now 
ohne formulated. One hopes that these 
swi ERS are more than another one of those 
Gren in the pendulum of opinion that have so 
| “monly characterized our notions of educa- 
Fa child-rearing. But, like the new con- 
ity ye of half a century ago, these of today 
igh] © wrong in substantial part, and it 2 
den Y Important to confront them with evi- 
o that will correct them. 
TE p visiting Montessori’s pedagogical prace 
eiS may be the danger of develop 
ion ich will restrict innovation and eva a 
valuable’ me be concrete. Interesting a 
and ; € as the didactic apparatus assemble 
vented by Montessori is, there should be 
E Mg sacrosanct about it. What has become 
Standard assembly of didactic materials 
AY be too rich for a start with children who 


are severely deprived culturally. This may be 
true even though the children in the original 
San Lorenzo houses were indeed culturally 
deprived. From conversations with teachers, I 
have gathered that some of these culturally 
deprived children become uncontrollably ex- 
cited when confronted with this standard as- 
sembly. These children remind one of the cage- 
reared dogs of Thompson & Heron (1954) 
when they are first released from their cages 
into a laboratory room filled with objects. On 
the other hand, with children of upper-middle- 
class families, the standard assembly may 
already be “old stuff.” Of the same order is 
the dissatisfaction with kindergarten com- 
monly shown by children who have already 
been in nursery school for a year or two (see 
Simmons, 1960). This dissatisfaction can be 
attributed to boredom. It may be seen as a con- 
sequence of too little variation in the match 
between the circumstances available to such 
children and the information and skills they 
have already assimilated (see Hunt, 1961, 
1963a). Children of the middle class who have 
encountered a rich variety of situations and 
things become “I-do-myself-ers” very early. 
They may become avidly interested, even at 
only three years of age, in learning to read, to 
write, to count, and to experience quantity in 
its various aspects. Unless someone is making 
approval and affection contingent upon a 
child’s show of such interest, no one need fear 
for over-stimulation. Gratifying their interest 
in acquiring such skills can be a source of ex- 
hilaration. Gratifying their interest in reading 
may be facilitated by means of new kinds of 
didactic apparatus. Electronics make feasible 
what O. K. Moore calls “responsive environ- 
ments.” These were outside the ken of Montes- 
sori. Even now no one can anticipate their full 
pedagogical potential. The point is that the 
standard assembly should be viewed only as a 
starting point, and those revisiting Montessori 
should imitate her resourcefulness in inventing 
pedagogical apparatus and in adapting it to the 
use of individual children. : 

There may be another aspect to this danger 
of cultishness. This is the danger of stan- 
dardizing the ways in which each child is sup- 
posed to utilize the various didactic materials. 
In response to my recommendation that 
Montessori’s pedagogy be reexamined, various 
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people have complained about Montessori 
teachers who insist that each child must pass 
through each of a set of prescribed steps of 
work with each kind of material. Such insist- 
ence obviously misses the meaning of what I 
call the “problem of the match” and ruins the 
practical solution of it that Jan Smedslund 
found in Montessori pedagogy. It loses the 
basic advantage of breaking the lock-step of 
having all children doing the same thing at the 
same time by demanding that all children do 
the same series of things with each kind of 
didactic material. Either way, the basic peda- 
gogical implication of individual differences is 
missed, and children lose the growth-fostering 
pleasure of following their own predilections 
in their informational interaction with the 
environment. 

In revisiting Montessori’s pedagogy, there 
may also be dangers of underemphasis, first, on 
the role and importance of interpersonal 
relationships, and, second, on the importance 
of the affective and aesthetic aspects of life 
concerned with art and music. In recent years, 
emphasis on social and emotional adjustment 
has tended to over-stress social and affective 
matters at the expense of cognitive develop- 
ment, but this does not justify an over- 
correction and neglect of these matters. Even 
though the traditional three “R”s are impor- 
tant channels for the enrichment of a child’s 
future informational interaction with the 
environment, and even though learning them 
is fun under proper circumstances, they are 
not all of life. Montessori teacher-training 
might well borrow some of the social and 
disciplinary skills so much emphasized recently 
in the education of nursery-school teachers. 
Moreover, Montessori schools might well 
increase the variety of sensory materials; they 
might well supply opportunities for children to 
encounter more in the way of art and music, 
to make music, and to learn musical technique. 

Perhaps one of the most important things to 
be gained by revisiting Montessori’s pedagogy 
is her willingness and ability to observe chil- 
dren working with the didactic apparatus, and 
from observation to invent, on the spot, modi- 
fications of the situation that will foster a 
child’s psychological development. She re- 
ferred to this variously as “scientific peda- 


gogy,” as “pedagogical anthropology,” and 
even as “experimental psychology.” When she 
considered Itard’s work with the “wild boy of 
Aveyron” as “practically the first of attempts 
at experimental psychology” (Montessori, 
1909), however, she confused experimentation 
with clinical observation, as indicated by the 
fact that she notes further, that “Itard was 
perhaps the first educator to practice the ob- 
servation of the pupil in the way in which the 
sick are observed in hospitals” (1909) ). Care- 
ful clinical observation is needed in pedagogy, 
but it is not easy to teach this to teachers. 
Those who have attempted to do so have gom- 
monly fallen back upon metaphors and similes 
for their communication. I would now guess 
that the cutting edge of psychological develop- 
ment resides chiefly in the individual's atten- 
tion and intention or plan. If a teacher can dis- 
cern what a child is trying to do in his 
informational interaction with the environ- 
ment, and if that teacher can have on hand 
materials relevant to that intention, if he can 
impose a relevant challenge with which the 
child can cope, supply a relevant model fo! 
imitation, or pose a relevant question that the 
child can answer, that teacher can call forth 
the kind of accommodative change that consti- 
tutes psychological development or growth. 
This sort of thing was apparently the genius of 
Maria Montessori. 

Another of the most important things to Þe 
gained from revisiting Montessori’s pedagogy 
is a scheme of preschool education nicely 
adapted by its origins to contribute toward the 
solution of one of the major educational chal- 
lenges of our day. Children from the homes ° 
many parents of the lower class come to the 
first grade, and even to kindergarten, unpre 
pared to profit from regular school experience: 
In the light of the evidence which has become 
available largely since World War II, we can no 
longer rest upon the assumption that the! 
lack of preparation is predetermined by th® 
genes received from their parents of lowe” 
class status. Regular schooling, moreover, m@¥ 
come too late. We must try to help these chil- 
dren overcome their handicap by enriching 
their experience during their preschool years: 
Montessori has provided a model, According t° 
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the impressionistic reports of observers, her 
“Houses of Children” worked quite well. We 
can well emulate Montessori’s model, but we 
should not stop with it. Moreover, in the fu- 
ture those who become concerned with the 
question of the effectiveness of Montessori’s 


model, and of revisions to come, should have 
more than the impressionistic reports of ob- 
servers to go on. They should have demonstra- 
tions employing the experimental method and 
the best techniques available for educational 
and psychological assessment. 


Chapter II 
CHILDREN AND ADOLESCENTS 


From earliest times of recorded history, all societies have confronted the 
problem of what to do with their young. From Herodotus, reportedly the 
first historian, down through the ages each society has had its share of 
prophets, soothsayers, advice givers, and pressure groups—all in on the art 
of child-rearing practices. Each new generation or each society has had its 
own analogue to the present day child psychologist. It is impossible to docu- 
ment the beginning. As Friendenberg wryly notes, “When Adam and Eve 
had Cain they did not have Gesell” (or Spock)! So society’s development of 
ideas and concepts toward child-rearing, the nature of childhood, and (more 
recently) adolescence obviously started some time after that. 

( By the natural laws of physiological and biological development, the species 
homo sapiens has the longest period of dependence of all animals because the 
human neonate is so primitive instinctually. Although eventually he passes 
all other species in achieving a sophisticated developmental repertoire, he 
starts from a position of extreme and continuing dependency. This depen- 
dency exposes children to external control while it also creates the demand 
that society “invent” ways to respond to these dependent needs. The word 
“invent” is deliberate in view of the widely disparate methods that societies 
have used over the course of history, and it underscores the artificial nature 
of these “inventions.” Also it is not an overstatement to say that most adults 
have relatively little understanding of the basic nature of children and 
adolescents. The result is that perhaps all too often child-rearing becomes in 
fact training with a capital “T.” The training systems themselves may 
indeed come primarily from adult needs. For example, adults may like 
it better when children are “seen and not heard,” for life may be more 
peaceful under such conditions of domestic tranquility with fewer interrup- 
tions and more time to read the paper after a tiring day at the office! 
Even the idea that the natural parents have prime responsibility for raising 
children is not stable across cultures. There is wide cultural variation in 
who actually raises children. The practice may be specific to the culture 
and thus “culture-bound.” For example, in Russia children as early as age 
two may spend the entire day in school. In the Israeli kibbutzim, children 
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are raised in communes, and in some few “traditional” English homes, the 
aristocratic children are still raised by a “nanny.” We cite these few 
examples (there are many others) as reminders of variation but more 
importantly as indicators that child-rearing practices may be in fact based 
on adult wishes and desires, not on the real needs of the child. “After all,” 
the adult can say, “he’s too little to know what he wants.” 

Unfortunately, all too frequently, as we have suggested in the above, 
child-rearing practices, including the deliberate education of the child, 
is based solely or predominately on adult needs and adult values. We either 
can’t or don’t want to remember what children are really like. 

In part we all suffer from a selective memory, and it is impossible for 
adults to remember the “way it really was” to be a child. For one thing 
so much experience in childhood is emotional, or composed of affective feeling 
States, that we can’t really recall how it felt then. - Another reason comes 
from a basic human tendency to repress and forget the painful events of 
the past, or at worst to remember only bits and pieces. The more upsetting 
Were these early experiences in childhood and adolescence the more we 
repress and “forget.” Since we can’t remember, we all too often fall into a 
trap of accepting ideas about children and adolescents that are fictions or 
myths, not based on the reality of how children perceive the world. An 
example of such myths would be the view that a child is simply a miniature 
version of an adult, an homonculus (a little man inside the body of a child). 
This view may lead us to severely reprimand the child whenever ai is 
any indication of immaturity. Another common adult assumption is that 
children don’t really want to “grow up,” or, (in educational cules} that 
children don’t really want to “learn.” Such assumptions obviously carry 
with them a whole series of unfortunate and wrong-headed ideas that we 
must force children to learn, make them pay attention, demand that they 


listen, mark, and “inwardly digest” what we have to tall them. We i 
ask the reader to review in his own mind how many times he bas hear 
teachers, parents, or educators (for that matter) talk about children as 


i i ! 
if they were, or should be, small-sized adults! E 
With the rise of industrialization, modern societies have created e 
problems than just those of children. As our sotiety has lengthene : i 
time between preparation for and implementation of a career, we have 


created a great “marginal state” called adolescence. 7 is iii 
no aspect of human development that generates as much controversy y 
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Obvious that many changes are taking place, r reported] 
the best way to respond to these changes. In fact one educator reportedly 
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zenia] respiration 
trying to give someone artificial respirat r ee rams 
around in the lake.” It seems difficult to discern e E 
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so much just on their own while maintaining a strong affinity toward 
independence. The familiar cry, “Please let me do it myself,” is typically 
the adolescents’ plea. 

If adults find it difficult to understand and remember what children 
are like, they find it impossible to comprehend adolescents. The adolescent 
turmoil, their fads in dress and appearance, their mercurial emotions, their 
inconsistencies, their “causes” and crusades—in short their ever changing 
extremisms—are so often just too much for adults to tolerate. If we 
remember, however, that adolescents exist by definition in a twilight zone 
or no man’s land somewhere between the world of children and the world 
of adults we may begin to sense why adolescence as a stage is hardly a 
“golden age.” Their physical changes are enormous—witness, for example, 
the differences between girls and boys in junior high school in terms of 
maturation. The boys in the seventh and eighth grade look as if they 
would be more comfortable in the elementary school. 
like high school students. The gap couldn’t be wider. 

The rapid change in body size also carries with it implications for 
the adolescent’s self concept, that is, how he views himself. An adolescent 
boy with pimples on his face, only a few hairs to shave and a voice that 
always “cracks” at the wrong time, has a difficult time maintaining a 
Sense of self assurance and confidence. This all leaves the adolescent particu- 
larly sensitive to peer group pressures. To do what the group says, 
to dress the way the group does, to wear one’s hair in accord with 
dictates of the group are all ironic indicators of the lack of individuality 
and absence of inner or self direction so common in adolescence. It is 
ironic because simultaneous with such “conformity,” an adolescent may 
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It is small wonder then that human beings in a period both of identity 
reformulation and inconsistent treatment occasionally respond with visible 
and stormy outbursts against society. 

The stage also involves a new and different recognition of the opposite 
sex with all that follows in self concern and acceptability as a “date.” 
But perhaps most apparent is the beginning of the changing relationship 
between a teenager and his parents. It’s almost as if all at once the 
teenager suddenly finds out that adults are neither omnipotent nor perfect. 
Disillusionment follows quickly, for it's like finding out that a personal 
ideal or hero is only a statue with clay feet. Here are the seeds for the 
well known rebellion against adult authority. The teenager’s father who 
was seen in the past as a successful businessman is now a “petty bourgeois.” 
The reactions are extreme. Adolescents who find out there are some adults 
they can’t trust, generalize to “You can’t trust anyone over thirty.” The 
helpful mother of the past may now be regarded by the teenage daughter 
as hopelessly old fashioned in everything—-still living in the Stone Age— 
a faded relic of yesteryear! 

These are a few of the elements that create within many adults the 
view that adolescents (as Churchill said of Russia) remain a mystery 
wrapped in an enigma. This view also carries with it adult feelings of anger, 
despair, and upset. 

In this chapter we will present readings that point up the developmental 
stage nature of the pupils as children and adolescents. The problem for 
educational programs in general and for teachers in specific has been and 
will always be to view and understand the nature of children and adolescents 
on their own terms and not on our terms as adults. With this as a starting 
point, relevant school programs guided by genuinely understanding adults 


can reach out to both children and adolescents. 


AN OVERVIEW OF THE READINGS FOR THIS CHAPTER 


The first selection (7) is a classic article by Ruth Benedict on cultural 


conditioning. By comparing and contrasting our culture with more so- 


called primitive cultures, she illustrates a very important pome—the 
extent to which primitive society allows growth and development of children 
to proceed smoothly in a step by step manner versus our culture which 
abruptly confronts children with change and discontinuity. The culture 
itself defines the means of transition. i 

Miss Benedict selects three aspects of human development ta allosteate Nez 
thesis—a thesis in contrast—continuous development in PRB souisties 
and discontinuous development in our own. The three HURRA she picke 
are (1) Responsible vs Non-Responsible Role, (2) O i vs — 
and (3) Sex Role. She shows how in the first dimension oe careilly 
distinguish between a child’s play and an adult’s work while in primitive 
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societies the child is carefully conditioned through a succession of tasks 
toward responsible social participation. Her other two examples help to make 
the point that much clearer. Her basic question to our society and culture, 
of course, is the extent to which we neither provide for continuous condi- 
tioning of cultural expectations nor provide ways to minimize the strain of 
discontinuous expectations. It is as if our society has chosen the worst of 
both worlds for its children and adolescents. She even suggests that much 
adult personality maladjustment results from our society’s failure to develop 
institutions to adequately support individuals as they progress from stage 
to stage. Although she doesn't mention this directly it certainly might 
be most relevant to view the school, at least potentially, as such an institution 
of society. 

In the second article (Selection 8), famed child psychologist L. K. Frank 
specifically instructs us to revise our traditional views about child-rearing. 
He seeks a complete reversal from a society that uses children for society’s 
misconceived purposes to a position in which the child’s own needs should 
be the primary determinants. The process of child growth is uneven, 
halting, elliptical, and filled with temporary regressions. He shows how 
adults may handle transitions and changes, almost as if he were answering 


the questions Benedict raised in the previous article. He notes changes 


as far ranging as from weaning and toilet training to learning to 
handle fear and grief. His main point is that the way the adult responds 


to these changes teaches the child not only at the moment but also in the 


long run. With support, encouragement, and unflagging effort, the adult 


lends the child enough strength so the child can move toward m 


aturity, self 
control, and self direction. 


Also, as Frank makes clear, children have an 
inborn tendency to grow and become self sustaining adults. Whether or not 
they make it is directly dependent on how much support and encouragement 
adults have conveyed to the growing child. 

The L. K. Frank position concerning the fundamental needs of children 
provides us with a picture of chil 
individually determined rates. It is i 
between this view and the rigid 
in the 1930s and 40s by Gesell. 


dren and adolescents developing at 
mportant to underscore the difference 
Picture of child development portrayed 
In his Institute for the study of child 


ds as he emerges from dependence to 
independence, 


The third article (Selection 9), Lawrence Kohlberg’s Sequence in the 
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Development of Moral Thought, represents an important aspect of child 
and adolescent development long neglected. In the late 1920’s Hartshorne 
and May demonstrated, to the shock and amazement of many, that moral 
conduct was relative. Cheating, for example, was normally distributed in 
children and adolescents—that is, most will cheat in certain circumstances. 
The early Hartshorne and May experiments were as simple as they were 
revealing. For example, pupils would be given a paper containing a series 
of blank circles. Then the children would be asked to close their eyes and 
write numbers within the circles. If the investigator then left the room, 
the children would apparently perform remarkable feats of accuracy. They 
concluded that moral conduct was highly specific to the situation (rather 
than to an internal set of reliable controls). Their results indicated 
that activities like cheating would depend on circumstances such as the risk 
of detection, the effort required to cheat, peer group approval, and examples 
set by others. Hartshorne and May, then, made us realize that simplistic 
notions about morality were irrelevant. Other more recent studies have 
shown for example that there is no relation between a trait such as honesty 
and Sunday School attendance, Boy Scout membership, special education 
classes designed to teach morality, or child rearing practices designed to 
build good “habits.” 


These findings began to question whether there was any such thing 


as moral judgment or moral conduct at all! Such questions created the 


stage for Kohlberg’s work. His highly original approach indicates that 
all children pass through a specific set of stages of moral development — 
that moral development like cognitive development proceeds according to a 
sequence. Kohlberg presents six stages of moral development which describe 
the sequence. This means that moral judgment is determined developmentally 
and not by specific teaching or direct learning. Heeb Ors aul as age, e 
of social experience, and cognitive growth determine judgment, and thus 


i i x roups of moral 
it isn’ il relati late in adolescence that large group: 
remiasi vould indicate that it may 


concepts and attitudes acquire meaning. This v ; 
be a important to teach adults what stage of moral T pekes 
or an adolescent is presently occupying, rather than continue a : sok 
Prescriptions about what to do with today’s youth! We have n u pe 
an addendum to the Kohlberg article, the moral judgment situations 
“Dilemmas”) as well as the schema of developmental ene so an ee 

The last three articles in this chapter all focus erage she, 
adolescent problem. Anna Freud’s article (Selection ae See 
“Adolescence,” describes this stage of development in ao Pa een 
Psychology. She makes a series of important points; first, 


Bae : ie 
i set indicates a delay in norma 
upset is inevitable. In fact, the lack of up Oe eae 


< this in dynamic terms 
development. The reason for this m ®3 sigan iia vel 


«sa forces), W 
comes a surge of instinctual energy ce 3 ”») to contain. Since upset 
the rational part of the personality (the “ego 
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then is both inevitable and indeed desirable, Anna Freud then describes 
the “defenses” that are most common to adolescence—displacement, reversal, 
withdrawal, regression. With this in mind much of adolescent behavior 
becomes understandable as a “symptom” of internal changes. As she notes 
at the end in a classic statement, it may be the parents who need help 
to bear through adolescence. “There are few situations in life which are 
more difficult to cope with than an adolescent son or daughter during the 
attempt to liberate themselves.” 

If adolescent upset is inevitable, Edgar Friendenberg’s article (Selec- 
tion 11) makes clear his view that we have responded to adolescents the 
wrong way. We have emphasized accomodation and adjustment as if adults 
want adolescents to be ingratiating, innocuous, and conforming. He particu- 
larly singles out schools for the part they play in emphasizing conformity 
and obedience. His central thesis is stark. Authentic self-definition (the 
process through which one becomes a person in his own right) occurs only 
through conflict and confrontation. Without this process of conflict an 
adolescent cannot become a genuine full-fledged adult 
bland, conventional, a junior version of the 
Friendenberg ch 


, instead he becomes 
men in grey flannel suits.* 
allenges schools and school men to stop manipulating stu- 
dents for adult convenience since the present circumstance pro 


healthy reactions—either an apathetic “fawning acceptance of authority” or 


the other extreme toward organized delinquency. Each he sees as under- 
standable but dangerous expedients. 


One note of caution to the reader concerning the above selection. It 
may seem at first glance that Friendenberg’s views 
to those of Benedict. A careful readin 
elements. 


motes un- 


are diametrically opposed 
g is necessary to discern the common 
Benedict is not suggesting that we eliminate conflict or 
tinuities. She is proposing that if 
then it is necessary to take specific 
tion of the conflict. Similarly, 


support adolescents as they 


discon- 
a society does contain such conflicts 
measures to promote successful resolu- 
Friendenberg notes that we do not genuinely 
struggle towards manhood and womanhood. 
Instead, we, with the best of intentions, try to smooth and ease the 
transition. This way we may end up by eliminating both the support they 
need and the genuine success they also need. 

The concluding article (Selection 12) 
to adolescents in secondary school. 
attitudes toward school 


in this chapter brings specific focus 


influence of the 
ause for concern because he infers 


* This is 


a somewhat dated ana 
forming, 


5 logy, but in the 5 
organizational yes-man w: Ky Be ce 0e 


the prototype of the con- 
as the man in the gr k 


ey flannel suit! 
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the natural leaders—‘school elites” who positively value athletics and 
externals such as good looks and clothes. At the same time these school 
pace-setters devalue learning and scholarship. Thus the adolescent society 
creates a school atmosphere or classroom climate opposed to learning. 
Coleman then suggests that the anti-intellectual school atmosphere can be 
revised if we examine carefully the difference between competition and 
cooperation. His ideas for a productive academic atmosphere in schools are 
well worthy of attention. 

His major criticism is that academic competition sets students against 
one another. This means that pupils perceive grades as measures of 
invidious personal comparison. For one pupil to receive a good mark is 
seen as an achievement at the expense of others, and although Coleman 
doesn’t mention it specifically, it is a well known phenomenon that some 
students who do well academically in high school keep very quiet about 
the grades they receive. What may appear as false modesty on the part of 
such students may indeed signify a deeper concern. The fact that Coleman 
found that social acceptance ranked as more important than “learning” in 
the wealthy suburban school in his sample was a case in point. 

Especially for adolescents, then, we need to reconsider the role of the 
secondary school. Coleman’s data indicates quite clearly that the energies 
of adolescents are not directed toward studies, toward ideas, nor toward 
learning. The school as an agent of significant effect is rather questionable. 
There are significant effects but such effects are not derived froni the 
teachers or from the academic subjects studied. Instead the school climate 
seems governed by the teenage cliques, so that the secondary school has 
exchanged its learning climate for a social climate dominated by teenage 
values. The school as a potent institution then becomes compromised amid 
the flurry of pep rallies, football games, or dress styles. Such forces 
not only compete for attention, interest and energy, pur do ei with an 
unnerving success. Perhaps the most damaging assertion IS. that the 
adolescent society is basically a mirror image of the adult society. The 
adolescent subculture that values the superficial, that is so concerned 


over status and social acceptability, does not too greatly distort the image— 
are just as important in the adult world 


these dimensi rhaps too often 
sions perhaps i 
= 7 conclusion as to 


as well. This would indicate that before we leap to Aay rs i 
how “bad” teenagers are, we may be well served by examining perhaps more 


closely than before our own adult values. We transmit a values to teen- 
agers not so much by what we say but rather by what we do. 
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7. CONTINUITIES AND DISCONTINUITIES IN CULTURAL CONDITIONING 


RUTH BENEDICT 


All cultures must deal in one way or another 
with the cycle of growth from infancy to adult- 
hood. 

Nature has posed the situation dramatically : 
on the one hand, the new born baby, physiologi- 
cally vulnerable, unable to fend for itself, or 
to participate of its own initiative in the life 
of the group, and, on the other, the adult man 
or woman. Every man who rounds out his hu- 
man potentialities must have been a son first 
and a father later and the two roles are physio- 
logically in great contrast; he must first have 
been dependent upon others for his very ex- 
istence and later he must provide such security 
for others. This discontinuity in the life cycle 
is a fact of nature and is inescapable. Facts of 
nature, however, in any discussion of human 
problems, are ordinarily read off not at th 
bare minimal but surrounded by all the lo 
accretions of behavior to which the student of 
human affairs has become accustomed in his 
own culture. For that reason it is illuminating 
to examine comparative material from other 
societies in order to get a wider perspective 
on our own special accretions. The 
gist’s role is not to question the facts of nature, 
but to insist upon the interposition of a middle 
term between “nature” and “human behavior” ; 
his role is to analyse that term, to document 
local man-made doctorings of nature and to in- 
sist that these doctorings should not be read 
off in any one culture as nature itself. Al- 


eir 
cal 


anthropolo- 


| though it is a fact of nature that the child 


becomes a m 


an, the way in which this transi- 
tion is affec 


ted varies from one society to an- 


other, and no one of these particular cultural 
bridges should be regarded as the “natural 
path to maturity. i 7 
From a comparative point of view Gar ch 
ture goes to great extremes in emphases 
contrasts between the child and the adult. 
The child is sexless, the adult estimates mi 
virility by his sexual activities; the child > 
be protected from the ugly facts of life, ih 
adult must meet them without psychic sae 
trophe; the child must obey, the adult ie 
command this obedience. These are all er 
of our culture, dogmas which, in spite of os 
facts of nature; other cultures commonly oe 
not share. In spite of the physiological a 
trasts between child and adult these are CU 
tural accretions. ider 
It will make the point clearer if we consi 7 
one habit in our own culture in regard n- 
which there is not this discontinuity of cau 
ditioning. With the greatest clarity of punpa 
and economy of training, we achieve our Ena 
of conditioning everyone to eat three meals 
day. The baby’s training in regular a 
periods begins at birth and no crying at’ i 
child and no inconvenience to the mother 's 
allowed to interfere. We gauge the snie 
Physiological make-up and at first allow it f° is 
oftener than adults, but, because our goal ee 
firmly set and our training consistent, eae 
the child is two years old it has achieved 
adult schedule. From the point of view 
other cultures this is as startling as the a 
of three-year-old babies perfectly at home j 
deep water is to us. Modesty is another se 
in which our child training is consistent p 
economical; we waste no time in clothing a 
baby and, in contrast to many societies peer 
the child runs naked till it is eeremoni@ 
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given its skirt or its public sheath at adoles- 
cence, the child’s training fits it precisely for 
adult conventions. 

In neither of these aspects of behavior is 
there need for an individual in our culture 
to embark before puberty, at puberty or at 
some later date upon a course of action which 
all his previous training has tabued. He is 
Spared the unsureness inevitable in such a 
transition. 

The illustration I have chosen may appear 
trivial, but in larger and more important as- 
pects of behavior, our methods are obviously 
different. Because of the great variety of child 
training in different families in our society, 
I might illustrate continuity of conditioning 
from individual life histories in our culture, 
but even these, from a comparative point of 
view, stop far short of consistency and I shall 
therefore confine myself to describing arrange- 
none in other cultures in which training, 
ft us is idiosyncratic, is accepted sad 
sam, onal and does not therefore involve the 
chi e possibility of conflict. I shall choose 

ildhooq rather than infant and nursing situ- 
frons nok because the latter do not vary strik- 
hs nb different cultures but because they are 
ph ertheless more circumscribed by the baby s 
Cc Fa oBical needs than is its later training. 
in sood situations provide an excellent field 
vee to illustrate the range of cultural 
ha which are possible within a uni- 
o Sa y given, but not so drastic, set of physio- 

ical facts. 
© major discontinuity in the life cycle 
a son course that the child who is at one point 
Sotya later be a father. These roles in our 
is ty Y are strongly differentiated; a good son 
Spon in and does not assume adult re- 
la o ities; a good father provides for his 

Ao en and should not allow his authority to 
less mae In addition the child must be = 
he fatha as his family is concerned, net 
fami] ers sexual role is primary ìn t 
is a The individual in one role must revise 
Whe ĉüavior from almost all points of view 
sh pemes the second role. 
rasta t select for discussion three such con- 
i ivid Rs occur in our culture between the 
` res a role as child and as father: 
do ins onsible—non-responsible status role, 2. 

ance—submission, 3. contrasted sexual 


is of 


role. It is largely upon our cultural commit- 
ments to these three contrasts that the dis- 
continuity in the life cycle of an individual in 
our culture depends. 


1. RESPONSIBLE—NON-RESPONSIBLE 
STATUS ROLE 


The techniques adopted by societies which 
achieve continuity during the life cycle in 
this sphere in no way differ from those we 
employ in our uniform conditioning to three 
meals a day. They are merely applied to other 
areas of life. We think of the child as wanting 
to play and the adult as having to work, but 
in many societies the mother takes the baby 
daily in her shawl or carrying net to the 
garden or to gather roots, and adult labor is 
seen even in infancy from the pleasant security 
of its position in close contact with its mother. 
When the child can run about it accompanies 
its parents still, doing tasks which are essential 
and yet suited to its powers, and this dichot- 
omy between work and play is not different 
from that [which] its parents recognize, 
namely, the distinction between the busy day 
and the free evening. The tasks it is asked 
to perform are graded to its powers and its 
elders wait quietly by, not offering to do the 
task in the child’s place. Everyone who is 
familiar with such societies has been struck 
by the contrast with our child training. Dr. 
Ruth Underhill tells me of sitting with a group 
of Papago elders in Arizona when the man of 
the house turned to his little three-year old 
granddaughter and asked her to close the door. 
The door was heavy and hard to shut. The 
child tried, but it did not move. Several times 
the grandfather repeated, “Yes, close the 
door.” No one jumped to the child’s assistance. 
No one took the responsibility away from her. 
On the other hand there was no impatience, for 
after all the child was small. They sat grevely 
waiting till the child succeeded and her grand- 
father gravely thanked her. It was assumed 
that the task would not be asked of her unless 
she could perform it, and having been asked 


the responsibility was hers alone just as if she 
were a grown woman. B 
: The essential point of such child training 


is that the child is from infancy continuously 
conditioned to responsible social participation 
while at the same time the tasks that are 
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expected of it are adapted to its capacity. The 
contrast with our society is very great. A 
child does not make any labor contribution to 
our industrial society except as it competes 
with an adult; its work is not measured 
against its own strength and skill but against 
high-geared industrial requirements. Even 
when we praise a child’s achievement in the 
home we are outraged if such praise is in- 
terpreted as being of the same order as praise 
of adults. The child is praised because the 
parent feels well disposed, regardless of 
whether the task is well done by adult stan- 
dards, and the child acquires no sensible stan- 
dard by which to measure its achievement. The 
gravity of a Cheyenne Indian family ceremoni- 
ously making a feast out of the little boy’s first 
snowbird is at the furthest remove from our 
behavior. At birth the little boy was presented 
with a toy bow, and from the time he could 
run about serviceable bows suited to his sta- 
ture were specially made for him by the man 
of the family. Animals and birds were taught 
him in a graded series beginning with those 
most easily taken, and as he brought in his 
first of each species his family duly made a 
feast of it, accepting his contribution as 
gravely as the buffalo his father brought. 
When he finally killed a buffalo, it was only 
the final step of his childhood conditioning, 
not a new adult role with which his childhood 
experience had been at variance. 

The Canadian Ojibwa show clearly what re- 
sults can be achieved. This tribe gains its 
livelihood by winter trapping and the small 
family of father, mother and children live 
during the long winter alone on their great 
frozen hunting grounds. The boy accompanies 
his father and brings in his catch to his sister 
as his father does to his mother; the girl pre- 
pares the meat and skins for him just as his 
mother does for her husband. By the time the 
boy is 12, he may have set his own line of 
traps on a hunting territory of his own and 
return to his parent’s house only one in several 
months—still bringing the meat and skins to 
his sister. The young child is taught con- 
sistently that it has only itself to rely upon 
in life, and this is as true in the dealings it 
will have with the supernatural as in the 
business of getting a livelihood. This attitude 


he will accept as a successful adult just as he 
accepted it as a child.’ 


2. DOMINANCE—SUBMISSION 


Dominance-submission is the most striking 
of those categories of behavior where like 
does not respond to like but where one type 
of behavior stimulates the opposite response. 
It is one of the most prominent ways in which 
behavior is patterned in our culture. When 
it obtains between classes, it may be nourished 
by continuous experience; the difficulty in its 
use between children and adults lies in that 
an individual conditioned to one set of behavior 
in childhood must adopt the opposite as an 
adult. Its opposite is a pattern of approxi- 
mately identical reciprocal behavior, and 50- 
cieties which rely upon continuous condition- 
ing characteristically invoke this pattern. In 
some primitive cultures the very terminology 
of address between father and son, and more 
commonly, between grandchild and grandson 
or uncle and nephew, reflects this attitude, 
In such kinship terminologies one cutee 
expresses each of these relationships so tha 
son and father, for instance, exchange Los 
same term with one another, just as we pad 
change the same term with a cousin. Th 
child later will exchange it with his so” 
“Father-—son,” therefore, is a continuous rela 
tionship he enjoys throughout life. The same 
continuity, backed up by verbal reciprocity, 0 
curs far oftener in the grandchild-grandso” 
relationship or that of mother’s brother- 
sister’s son. When these are “joking” relation” 
ships, as they often are, travellers report WO” 
deringly upon the liberties and pretensions = 
tiny toddlers in their dealings with thes 
family elders. In place of our dogma ° 
respect to elders such societies employ in thes® 
Cases a reciprocity as nearly identical as may 
be. The teasing and practical joking the ae 
father visits upon his grandchild, the gran 
child returns in like coin; he would be led t 
believe that he failed in propriety if he did n° 
give like for like, If the sister’s son has righ 
of access without leave to his mother 5 
brother’s possessions, the mother's brother ha® 
such rights also to the child’s possessions 


= Landes, Ruth, The Ojibwa Woman, Part b 
Youth—Columbia University Contributions to 4? 
thropology, Volume XXXI, 
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They share reciprocal privileges and obliga- 
tions which in our society can develop only 
between age mates. 

From the point of view of our present 
discussion, such kinship conventions allow the 
child to put in practice from infancy the 
Same forms of behavior which it will rely upon 
as an adult; behavior is not polarized into a 
general requirement of submission for the 
child and dominance for the adult. 

It is clear from the techniques described 
above by which the child is conditioned to a 
responsible status role that these depend 
chiefly upon arousing in the child the desire 
to share responsibility in adult life. To achieve 
this little stress is laid upon obedience but 
much stress upon approval and praise. Punish- 
ment is very commonly regarded as quite out- 
Side the realm of possibility, and natives 
> Many parts of the world have drawn the 
nen from our usual disciplinary methods 

at white parents do not love their children. 

f the child is not required to be submissive, 
ge many occasions for punishment melt 
it tnt a variety of situations which call for 
> not occur, Many American Indian tribes 
“$s eSpecially explicit in rejecting the ideal of 
à child’s submissive or obedient behavior. 
vance Maximilian yon Wied who visited the 
se Indians over a hundred years ago de- 
eau’ o is father’s boasting about his young 
ims ecg even when it was the father 
hi ae f who was flouted; “He will be a man, 

: father said. He would have been baffled at 
vha that his child should show behavior 
Creat would obviously make him appear a poor 
i ure in the eyes of his fellows if he used 
poet adult. Dr. George Devereaux tells 
of a special case of such an attitude among 
ee nate at the present time. The child’s 
at he Was white and protested to its father 
obeyed, must take action when the child dis 
Saiq, « and struck him. “But why?” the father 
me” he is little. He cannot possibly injure 
a did not know of any dichotomy 
anq E ing to which an adult expects obedience 
teen dani must aceord it. Tf his güla hoes 
~_ cile he would simply have judge Zs 
of whit a a docile adult—an eventuality 

Child ¢ © would not haye approved. = 
result į raining which brings about the sal! 

is common also in other areas of life 


than that of reciprocal kinship obligations 
between child and adult. There is a tendency 
in our culture to regard every situation as 
having in it the seeds of a dominance-submis- 
sion relationship. Even where dominance- 
submission is patently irrelevant we read in 
the dichotomy, assuming that in every situa- 
tion there must be one person dominating 
another. On the other hand some cultures, 
even when the situation calls for leadership, 
do not see it in terms of dominance-submis- 
sion. To do justice to this attitude it would 
be necessary to describe their political and 
especially their economic arrangements, for 
such an attitude to persist must certainly be 
supported by economic mechanisms that are 
congruent with it. But it must also be sup- 
ported by—or what comes to the same thing, 
express itself in—child training and familial 
situations. 

Continuity of conditioning in training the 
child to assume responsibility and to behave 
no more submissively than adults is quite pos- 
sible in terms of the child’s physiological en- 
dowment if his participation is suited to his 
strength. Because of the late development of 
the child’s reproductive organs continuity of 
conditioning in sex experience presents a dif- 
ficult problem. So far as their belief that 
the child is anything but a sexless being is 
concerned, they are probably more nearly right 
than we are with an opposite dogma. But the 
great break is presented by the universally 
sterile unions before puberty and the presum- 
ably fertile ones after maturation. This phys- 
iological fact no amount of cultural manipu- 
lation can minimize or alter, and societies 
therefore which stress continuous condition- 
ing most strongly sometimes do not expect 
children to be interested in sex experience 
until they have matured physically. This is 
striking among American Indian tribes like 
the Dakota; adults observe great privacy in 
sex acts and in no way stimulate children’s 
sexual activity. There need be no discon- 
tinuity, in the sense in which I have used the 
term, in such a program if the child is taught 
nothing it does not have to unlear _ later Tn 
euch cultures adults view children’s experi- 
as in no way wicked or dangerous 
as innocuous play which can have 


mentation 
but merely 


no serious cons In some societies 


equences. 
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such play is minimal and the children manifest 
little interest in it. But the same attitude may 
be taken by adults in societies where such play 
is encouraged and forms a major activity 
among small children. This is true among 
most of the Melanesian cultures of Southeast 
New Guinea; adults go as far as to laugh off 
sexual affairs within the prohibited class if 
the children are not mature, saying that since 
they cannot marry there can be no harm 
done. 

It is this physiological fact of the difference 
between children’s sterile unions and adults’ 
presumably fertile sex relations which must 
be kept in mind in order to understand the 
different mores which almost always govern 
sex expression in children and in adults in 
the same culture. A great many cultures with 
preadolescent sexual license require marital 
fidelity and a great many which value pre- 
marital virginity in either male or female ar- 
range their marital life with great license. 
Continuity in sex experience is complicated 
by factors which it was unnecessary to con- 
sider in the problems previously discussed. 
The essential problem is not whether or not 
the child’s sexuality is consistently exploited— 
for even where such exploitation is favored 
in the majority of cases the child must seri- 
ously modify his behavior at puberty or at 
marriage. Continuity in sex expression means 
rather that the child is taught nothing it 
must unlearn later. If the cultural emphasis is 
upon sexual pleasure the child who is continu- 
ously conditioned will be encouraged to experi- 
ment freely and pleasurably, as among the 
Marquesans;* if emphasis is upon reproduc- 
tion, as among the Zuni of New Mexico, child- 
ish sex proclivities will not be exploited, for 
the only important use which sex is thought 
to serve in his culture is not yet possible 
to him. The important contrast with our child 
training is that although a Zuni child is im- 
pressed with the wickedness of premature 
sex experimentation he does not run the risk 
as in our culture of associating this wicked- 
ness with sex itself rather than with sex 
at his age. The adult in our culture has often 
failed to unlearn the wickedness of the dan- 
Serousness of sex, a lesson which was im- 


* Ralph Linton, class notes on the Marquesans. 


pressed upon him strongly in his most forma- 
tive years. 


DISCONTINUITY IN CONDITIONING 


Even from this very summary statement 
of continuous conditioning the economy of 
such mores is evident. In spite of the obvious 
advantages, however, there are difficulties 1 
its way. Many primitive societies expect a 
different behavior from an individual as child 
and as adult as we do, and such discontinuity 
involves a presumption of strain. ae 

Many societies of this type however minl- 
mize strain by the techniques they employ, 
and some techniques are more successful than 
others in ensuring the individual's functioning 
without conflict. It is from this point of view 
that age-grade societies reveal their funda- 
mental significance. Age-graded cultures char- 
acteristically demand different behavior of the 
individual at different times of his life and 
persons of a like age-grade are grouped into 
a society whose activities are all oriented t0- 
ward the behavior desired at that age. n 
dividuals “graduate” publicly and with hono’ 
from one of these groups to another. Where 
age society members are enjoined to loyalty 
and mutual support, and are drawn not only 
from the local group but from the whole tribe 
as among the Arapaho, or even from ane 
tribes as among the Wagawaga of Southeas 
New Guinea, such an institution has many 
advantages in eliminating conflicts among 
local groups and fostering intra-tribal peace, 
This seems to be also a factor in the triba 
military solidarity of the similarly organize 
Masai of East Africa, The point that is °° 
chief interest for our present discussion, por 
ever, is that by this means an individu 
who at any time takes on a new set of dutie 
and virtues is supported not only by ä sok 
phalanx of age mates but by the tradition 
prestige of the organized “secret” society i? is 
which he has now graduated. Fortified in Ta 
way, individuals in such cultures often sW”? 
between remarkable extremes of opposite 
havior without apparent psychic threat. 
example, the great majority exhibit pride 
and non-conflicted behavior at each stage 
the life cycle even when a prime of life A 
voted to passionate and aggressive head gan 
ing must be followed by a later life dedica 


ful 


de- 
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to ritual and to mild and peaceable civic 
virtues.* 

Our chief interest here, however, is in dis- 
continuity which primarily affects the child. 
In many primitive societies such discontinuity 
has been fostered not because of economic or 
Political necessity or because such discon- 
tinuity provides for a socially valuable division 
of labor, but because of some conceptual 
dogma. The most striking of these are the 
Australian and Papuan cultures where the 
In ony or the “Making of Man” flourishes. 
E societies it is believed that men and 
and ee opposite and conflicting powers, 
must ee children, who are of undefined status, 
Centr ay initiated into the male role. In 
Soka Australia the boy child is of the 
adult De Side and women are tabu in the final 
Droits a of tribal ritual. The elaborate and 
heters Sa initiation ceremonies of the Arunta 
draman, snatch the boy from the mother, 
a Bual ES his gradual repudiation of her. In 

e is S emony he is reborn as a man out of 
ceremoni. ceremonial “baby pouch.” The men’s 
Culine eens ritual statements ah set 
another's oe Spi Oe 5 
each man’s li gas, the material s en 
another s life, and by letting out over one 

is 7 blood drawn from their veins. After 
isheq T bond among men has been estab- 

rough the ceremonies, the boy Joms 


mena y ; 
in men in the men’s house and participates 
tribal 


Men slightly older take the active ro 
€ older man is a jealous partner. The 
A of the Keraki Indians includes, there- 
»in Succession, passive homosexuality, ac- 


and th 
life o 


a 
gemy Elki 

; K ri rapaho. 
X yne Bni Gilles, E oe He need 
neeh Aemilian, 1927 (2 Vols.) "Roheim, Géza, 
š nalysis of Primitive Cultural Types. “7 
r, Cha icheanal, (1932) 1321-224 na 
5 ye, Desert r III, on the Aranda, The 

illi . 

k aoe ae E., Papuans of the Trans- 


tive homosexuality and heterosexuality. The 
Keraki believe that pregnancy will result from 
post-pubertal passive homosexuality and see 
evidences of such practices in any fat man 
whom, even as an old man, they may kill or 
drive out of the tribe because of their fear. 
The ceremony that is of interest in connection 
with the present discussion takes place at the 
end of the period of passive homosexuality. 
This ceremony consists in burning out the 
possibility of pregnancy from the boy by pour- 
ing lye down his throat, after which he has 
no further protection if he gives way to the 
practice. There is no technique for ending 
active homosexuality, but this is not explicitly 
tabu for older men; heterosexuality and chil- 
dren however are highly valued. Unlike the 
neighboring Marindanim who share their 
homosexual practices, Keraki husband and 
wife share the same house and work together 
in the gardens. 

I have chosen illustrations of discontinuous 
conditioning where it is not too much to say 
that the cultural institutions furnish adequate 
support to the individual as he progresses from 
role to role or interdicts the previous behavior 
in a summary fashion. The contrast with ar- 
rangements in our culture is very striking, 
and against this background of social arrange- 
ments in other cultures the adolescent period 
of Sturm und Drang with which we are so 
familiar becomes intelligible in terms of our 
discontinuous cultural institutions and dogmas 
rather than in terms of physiological necessity. 
It is even more pertinent to consider these 
comparative facts in relation to maladjusted 
persons in our culture who are said to be 
fixated at one or another pre-adult level. It 
is clear that, if we were to look at our social 
arrangements as an outsider, we should infer 
directly from our family institutions and 
habits of child training that many individuals 
would not “put off childish things”; we should 
have to say that our adult activity demands 
traits that are interdicted in children, and 
that far from redoubling efforts to help chil- 
dren bridge this gap, adults in our culture put 
all the blame on the child when he fails to 
ee ifest spontaneously the new behavior or, 
eee ; k, manifests it with unto- 
overstepping the mark, as i 
ward belligerence- It is not surprising that in 
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such a society many individuals fear to use 
behavior which has up to that time been under 
a ban and trust instead, though at great psy- 
chic cost, to attitudes that have been exer- 
cised with approval during their formative 
years. Insofar as we invoke a physiological 


8. THE FUNDAMENTAL 


K. 


Every society and every generation uses 
children for its own purposes. It is significant 
that to-day we are beginning to speak of the 
needs of the child as entitled to consideration 
in his nurture and education or even as the 
controlling factor in child care. Contrast 
this emerging conception of the child’s nature 
and needs with the practices all over the world, 
among so-called civilized people and so-called 
primitive people, in which the nurture and 
education of children are dictated by religious, 
ethical, and moral ideas, by political and eco- 
nomic requirements, by social class lines, 
deed by an extraordinary variety of ideas 
and purposes all more or less remote from the 
child himself. The children in all these cul- 
tures are molded by the dominant ideas and 
beliefs and the group purposes into greater 
or less conformity in which they may sacrifice 
much or little. 

Consider also the variety of practices in 
regard to the physical make-up or form of 
children. Among certain Indian tribes, the 
infant’s head is flattened to a board. Among 
certain African tribes, the lips or ears may be 
stretched or the neck encased in coils of brass. 
Everyone is familiar with the ancient Chinese 
practice of binding the feet of female infants. 
As children grow older, many Peoples have 
puberty rites involving tattooing, skin inci- 
sions, various forms of mutilation of the male 


in- 


*Frank, L. K., “The Fundamental Needs of 
the Child,” Mental Hygiene, 1938, 22, pp. 353-379 
(abridged), 
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scheme to account for these neurotic adjust- 
ments we are led to overlook the possibility of 
developing social institutions which would les- 
sen the social cost we now pay; instead we 
elaborate a set of dogmas which prove inap- 
plicable under other social conditions. 


NEEDS OF THE CHILD * 


FRANK 


and female genitals, and the inculcation of 
rigidly prescribed motor patterns of action 
that may involve anatomical deformities. The 
catalogue of practices that deform, distort, s 
otherwise manipulate the physical structure 2 
endless, but all are regarded by those who we 
them as essentially necessary to make over t i 
child into the image prescribed by the cultu? 
as the only right form for a man or a woman: 
In their cultural context these practices an 
beliefs may be purposeful and valid. the 
Not only is the physical structure of h 
child made over into the patterns of t x 
culture, but so are the physiological iane 
tions, as we see in the diverse standards a 
posed upon the young child by different on 
ties. In the matter of nutrition, for exampl® 
every group teaches the child to like the toy 
of its traditional choice, which means deyel 
ing an appetite for an incredible array ee 
foodstuffs, or supposed foodstuffs, and anne 
ring other foodstufis of equal or grea es 
nutritive value. Many of these food chtis 
represent a wise, economical use of availa rs 
animal and vegetable resources, while ag 8 
are obviously dictated by various beliefs 
Sympathetic magic, by rigid taboos, and no 
religious convictions that have little oF the 
relation to the nutritional requirements of $ 
growing child or even of the adult. ee 
Society, again, imposes some kind of train 
upon children with respect to elimination: Al: 
Some cultures the requirements are mini™ 
but in others they may be so severe an 
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rigorously imposed upon the very young child 
as to create lifelong impairment of physiologi- 
cal efficiency. Even breathing, in some cultures, 
is subject to special training, and sleeping pat- 
terns, peculiar to each group, are inculeated at 
an early age. 

_It is safe to say that most of these tradi- 
tional patterns of child training and nurture 
derive from ideas and beliefs and strong 
Convictions that have little or no relevance to 
the immediate needs of the child. Civilized 
man in many cases has survived despite, not 
because of, these methods of child care, as we 
are now beginning to realize in the light of re- 
cent investigation. 

7 Curious as are these practices of physical 
tiea Physiological training, the variety of prac- 
ast ie Psychological training are even more 

a onishing, since here we find methods and 
eee for bringing up children in the 
and ean distorted patterns of conduct 
Social ine: The belief in using the child for 
Vincir te nial is revealed here more con- 
Wher ne'y than in the realm of physical care, 
Pose a the organic limits of deformation im- 
conduet s restraint; whereas in the area of 
limits t and belief there apparently are no 
the iiare sie grotesque, the cruel and brutal, 
twistin olical ingenuity of man in warping and 
Which g tuman nature to cultural patterns 
desir riginally may have been useful or even 

rable, but which have become rigid and 
Perverse, 
eles reflect upon these various aeie 

© make ean that are imposed upon the c n 
erns, y im conform to group-sanctioned pat- 
vain o begin to understand how er 
are need Significant it is to-day that we 

asis Ne sts the needs of the child na 
aso see h He nurture and education. We ca ; 

MNE beco ow questions of education and er 
contenda ane, focus of bitter conflicts a 

irect th & factions in a society struggle ; 
trol € nurture of children in order to con 
discuss. group life. As we meet to-day to 
child in ro one of education for the young 
are not € home and in the nursery school, i 

nigue cerned merely with uenon : 
Pedago © and procedures, with this or tha 
Major ae device; we are faced with ar 
the Mn of the future of our culture an 
ction of our whole social, economic, 


t 


and political life, since an effective program of 
early-childhood education based upon the 
needs of the child will inevitably change our 
society far more effectively than any legis- 
lation or other social action. 

We must, therefore, be humble and delib- 
erate in our discussion, not only because of 
the gravity of the larger social issues involved, 
but also because we know so little about the 
needs of the child. It is safe to say that when- 
ever you hear any person or group speaking 
with strong convictions about specific needs of 
the child and how to meet them, that person or 
group is probably sustained more by emotional 
fervor and loyalty to cultural traditions than 
by dependable knowledge of actual children. 

Anyone who is prepared seriously and fairly 
to consider the question of the child’s needs 
must begin by trying to be honest about his or 
her own personality bias and beliefs, emotional 
attitudes, religious loyalties, and social- 
economic and political leanings, because these 
often unconscious feelings and values play so 
large a réle in our attitudes toward the child 
and in our willingness to recognize some of his 
needs or our strong denial of them. Probably 
the most general statement that we can make 
about the child’s needs is that he should be 
protected from distortions, from unnecessary 
deprivations and exploitations by adults— 
parents, teachers and nurses, physicians, psy- 
chologists, and others engaged in dealing 
with children. 

It is difficult to realize the extent of these 
often subtle coercions and pressures exerted 
upon the child. Before the infant is born, the 
parents may have built up a picture of the 
kind of child he or she is to be, with a pro- 
ced bias toward the male or the female 
d of temperament, 
infant, having 


noun the | 
sex, or toward a certain kin 


physique, and ability. The 
within him the genes of countless previous 
generations as well as the characteristics of 
his parents, enters into a family situation that 
even at birth may be threatening and out of 
harmony with his peculiar, idiosyncratic 
temperamental make-up and needs. Farmis 
who are eager to minister to the infant’s need 
for warmth, food, and safety may be doggedly 
determined to deny the child’s sex and his 
many personal, temperamental characteristics, 
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which gives rise to needs as important and 
urgent as the need for physical care. 

It is not without reason, therefore, that we 
stress this primary and inalienable need of 
the child to be accepted as a unique individual, 
or, if the parents cannot or will not accord that 
acceptance, the need to be protected and wells 
forced against the destructive, warping influ- 
ence of these parental biases. Every child 
suffers to a greater or less extent from this 
denial of his own personal, temperamental 
individuality, because even the most eman- 
cipated parents are not wholly free from the 
desire to see their children conform to the 
images they have constructed. Moreover, 
every teacher has these partialities, often 
unconscious, which incline her toward one 
child and away from another. Further, the 
child himself is subject to the strong desire to 
be like the parents, however out of harmony 
with his own make-up such an identification 
may be. It is interesting to see how the recog- 
nition of individual differences is resisted even 
by professionally trained persons, such as 
teachers, who will accept the fact of such dif- 
ferences with respect to mental capacity, as 
shown by standardized mental tests, but deny 
it with respect to personality, temperament, 
physical maturity, and other obvious charac- 
teristics. 

The infant, as he grows into childhood and 
youth, faces a series of life tasks that cannot 
be evaded or denied. The way in which he 
meets those life tasks and his attempts to 
master them give rise to the various needs for 
which we to-day believe his nurture and 
education should provide. It is obvious that 
we have only a fragmentary knowledge of 
those needs, since we have studied so briefly 
the process of growth and development and 
the life tasks presented by our culture, But it 
is highly significant, as we suggested earlier, 
that we are genuinely concerned with under- 
standing child growth and development and 
are trying to discover the child’s needs, 
basis for his education and nurture. 

The processes involved in living and grow- 
ing create needs for warmth, nutrition, and 
bodily care concerning which we are gaining 
more knowledge and technical competence. 
Much of the research in the field of nutrition 
and its results are still in terms of uniform 


as a 


standardized rules based on pure-strain rat 
colonies, with no allowance made for indi- 
vidual differences in vitamin and mineral 
requirements, so that, in the name of scien- 
tific standards, we may create serious defi- 
ciencies in the individual child as contrasted 
with the standardized laboratory animal. Even 
rats in the same litter differ, as Streeter has 
recently shown, in their susceptibility to rick- 
ets. The nutritional and other physical needs 
of the individual child are to be viewed dy- 
namically, not statically, in terms of contin- 
uing growth and development rather than 
fixed height-weight standards which are purely 
statistical averages. Moreover, these needs 
should be viewed in terms of physiological 
functioning, not merely of structural size and 
shape, since it is functional efficiency, not 
structure, that is important. : 
How many problem children, hypochondri- 
acs, and psychoneurotics have been created bY 
blind adherence to these standardized tables 
which physicians and nurses, health educa- 
tors, and teachers have given to mothers äs 
scientific laws and which mothers have then 
used on their children! Surely we should on 
for individual differences in children and ae 
increase parental anxiety in this area of phys! 
cal needs by insisting upon these standardize 
height and weight tables for chronological-age 
groups. The child’s need is for food, rest, pigen 
and play, so that he will continue to grow a 
develop at his own rate. The emphasis shou 3 
be upon growing, not upon fixed dimension 
for chronological ages based upon the assump 
tion that all children grow at the same rate. 


* % * 


It is also the confusion and anxiety and ins 
curity of capricious, vacillating teaching thee 
damages the personality in search of pai 
thing stable and constant to build upon. Ch! 
dren love order, regularity, repetition of 4 
Same pattern endlessly, and they need Gor 
sistent adult guidance and help in learning 
these patterns of what is essential to the! 
adult life and social living. But they do ne 
need, nor can they safely erdure, the fear®s 
the anxieties, the feelings of inadequacy pon 
of guilt that so many parents and teachers 1” 
still during this socialization process. ae 
fear seems to be the chief psychological inst! a 
ment in early child-rearing—either the arous 
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of fears by cruel and coercive treatment or the 
inculcation of fears of experience, of people, 
of living, which cripple the child for life. Fear, 
and the resentment or hostility it often gen- 
erates, are indeed the major emotional drives 
in our social life and give rise to much unso- 
cial and antisocial behavior. What the child 
needs, but seldom receives, is a clear cut defini- 
tion of the situation and of the conduct appro- 
Priate therein, so that he can and will learn 
What conduct is permitted and what is not per- 
mitted without the emotional disturbances he 
now experiences during these lessons. Practi- 
cally, this means that the teaching by parents 
and teachers should stress the desirability or 
Undesirability of the action without imputing 
“lafas to the child, so that instead of the usual 
tamonishment, “You are a bad, naughty boy!” 
eta should be, “That action is not 
Sei or not kind, not generous or not per- 
differ le, and I don’t like it.” The important 
“rence is in the personal imputation of 
ruilt and the emotional disturbance it creates 
ìn the child, 
As many writers have pointed out, the child 
i Socialization and the inevitable frus- 
wae and repressions involved largely be- 
ent e he wants love and security from the par- 
shia teacher. The long-popular method of 
love 2 the child to do this or that “if you 
fails ae, is especially damaging because it 
ihe. create a recognition of impersonal au- 
should. in situations. The love for parents 
Whos, never be exploited to control the child 
Sreat anxiety lest he lose that love is already 
callin, he traditional manner of teaching, by 
be te ee child bad or wicked when it is the 
akes °r that should be defined as undesirable, 
and, if he child fearful, guilty, and unhappy, 
à * Continued, may establish a persistent 
> 8 Of guilt and inadequacy and of being 
ities To assuage that feeling of guilt and 
tion th me the sense of inadequacy and rejec- 
for i ae child may commit more antisocial = 
ie acts to get the punishment he needs 
Not eee feelings or to prove that he is 
N thless. As Dr. William Healy and pe 
Study à Bronner have recently shown in their 
Went 2 Light on Delinquency, the delin- 
chapa, Derally has had an unhappy childhood, 
it acterized b 5 mene inade- 
lag y feelings of rejection, 
TERY guilt, and by lack of affection. 


ac 


This point about the necessity of socializa- 
tion for the child without undue emotional 
stress and strain during the process is being 
emphasized here because it has such great con- 
sequences for our social life. If we could per- 
suade parents and teachers to avoid charac- 
terizing the child as bad or naughty, while 
defining the behavior, and then give the child 
ample reassurance when receiving such les- 
sons, undoubtedly we could make an immense 
contribution to the reduction of delinquency, 
criminality, and other non-criminal, but so- 
cially destructive conduct on the part of those 
who spend their adult lives proving by the 
acquisition of property, prestige, and power 
that they are not as guilty or as worthless as 
they were repeatedly told in childhood. 

This question of socialization of the child 
without distortion and emotional disturbances 
must be seen in the light of the great indi- 
vidual differences among children in intelli- 
gence, temperament, rate of maturation, and 
need of reassurance, so that each child may be 
treated individually. The professional urge to 
standardize, to routinize, to substitute aca- 
demic training for sympathetic interest and 
insights into children and to look for uni- 
formities and generalizations that will save 
thinking, all must be critically reexamined by 
nursery-school educators who are aware of 
these large social responsibilities. Especially 
is there is a need for questioning the well- 
established principle that nursery-school teach- 
ers should be impersonal and should repress. all 
affective responses to and from children. This 
principle came into vogue in the 1920's when 
behavioristic theories of child-rearing were 
dominant. The ideal of education was seen as 
that of almost complete emotional anesthesia 
and continually rational conduct, which is the 
ideal of the neurotic who is afraid of life and is 
seeking to suppress all feelings, of which he 
is fearful. As we realize how much the child 
is in need—as indeed all adults are also—of 
warm personal, human relations, of affection- 
ate interest and real concern, and of oppor- 
tunities to give and receive affection and to 
feel, we must challenge this old principle as 
directly contrary to the deepest need of the 
child and as destructive of human values, 
which can be preserved only by sensitivity 


d feeling tones toward people and situations. 
an 
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Here it is necessary to ask why are we so 
afraid to recognize that the child needs moth- 
ering, not only at home, but in the nursery 
school, and that nursery-school teachers, by 
the very nature of their work, must be mother 
surrogates, ready and capable of giving affec- 
tion and tenderness and warm emotional re- 
sponse to the children and of accepting them 
from the children. Is it because mothering 
does not seem scientific that we have tried to 
exclude it from the nursery schools or because 
—and I say this in no critical spirit, but as a 
statement based upon the actual situation—so 
many of those in nursery-school education are 
unmarried and childless and have unconsci- 
ously projected their own personal life ad- 
justment into the training of nursery-school 
teachers? When we reflect upon the number 
of children in all classes of society who are 
raised by fear, terror, punishment, and other 
sadistic methods, with little or no experience 
of love and affection, we may well ask whether 
mothering (not smothering) may not be the 
most important service the nursery school can 
render to little children. Mothering does not 
mean babying or pampering, but rather giv- 
ing a feeling of being liked and wanted, of be- 
longing to someone who cares, and of being 
guided in the conduct of life with benevolent 
interest and confidence. 

Dr. David Levy, a year or so ago, told this 
story at a meeting of the American Orthopsy- 
chiatric Association. He said that the social 
workers in the Bureau of Child Guidance were 
having unusually successful results with prob 
lem children, just because they were being 
maternal to these hoys and girls so frequently 
denied real mothering. But they gave up this 
procedure because, said he, it did not seem sci- 
entific and was so hard to record! Perhaps if 
the nursery-school teacher were to consider 
her function as not only educational, but 
clinical, it might be easier to accept what the 
psychotherapeutic clinician accepts—namely, 
the rôle of parent surrogate, who gives the 
child individual personal interest and attention 
and tries to help that child work out a design 
for living by providing direction and depriva- 
tion, but always with interest and helpful 
concern, 

_Finally, we must look at the question of so- 
Cialization in the light of the cultural changes 
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through which we are now living, which are 
bringing about the destruction of so many of 
our traditional ideas, beliefs, and older cer- 
tainties. The men and women of tomorrow 
will have to live in a shifting, uncertain world 
of rapidly changing ideas and conceptions: 
with few or no absolutes or certainties. What 
is to guide their lives, to help them find fulfill- 
ment and a design for living sanely, whole- 
somely, and codperatively? Probably no previ- 
ous generation has had to face such acute per- 
sonal problems without help from religion, 
custom, and tradition. Either they will de- 
mand an authoritarian state because they 
cannot endure uncertainty or tolerate the 
destructive hostility and aggressions of un- 
happy individuals, or they will learn to seek in 
constructive work and recreative play, in the 
warm human relations of marriage, parent- 
hood, and the family, a way of life that will 
permit realization of the enduring human 
values. 

The nursery school, in close and coéopera- 
tive relationship with the home and parents, 
is the primary agency for mental hygiene. The 
opportunity in preschool education to buil 
wholesome, sane, coöperative, and mature per 
sonalities, and to determine the future of m 
culture, is unlimited. The discharge of tha 
responsibility lies in helping the young chi 1l 
to meet the persistent life tasks and to fulfi ; 
his insistent needs. But the nursery schoo 
cannot do this alone. It must have collabora” 


$ A rade 
tion from the kindergarten and the gra m 
schools, and it must find some way of coöpe 


ating with the home and the family, despit® 
the frequent blindness and resistance of the 
parents. If nursery-school teachers were ajr 
realize that they are like parents, with the” 
personal peculiarities, their emotional res!® 

ance and susceptibilities, their ignorance ape 
rigid convictions—which may be just as a 
desirable for the child as the home practi 
they deprecate—perhaps such a realizatl 

would make them more tolerant and oe 
willing to seek a basis of collaboration in mee e 
ing the fundamental needs of the child. = 
family can and does provide the child with ; 
place, a status, with “belongingness” and ane 
much needed love and affection. Can the gio 
sery school organize its procedures and T 
pare its teachers to meet these same nee” 
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and also those other educational needs which 
the family has difficulty in supplying? 
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The fundamental needs of the child are in 
truth the fundamental needs of society. 


9. DEVELOPMENT OF CHILDREN’S ORIENTATIONS TOWARD A MORAL ORDER * 


L. KOHLBERG 


aaa! the concept of a moral attitude forms 
Ramee building block of the social psycho- 
dagal theories of Frend (1922), Durkheim 
8B » Parsons (1960) and others, there is 
“the to agree with McDougall (1908) that 
is the indamental problem of social psychology 
soci _Moralization of the individual by the 
ety. 

Pohl the leads of Freud and Durkheim, 
tion as ciat scientists have viewed moraliza- 
given axe, process of internalizing culturally 
Ments xternal rules through rewards, punish- 

e vle z identification. Without questioning 
tities eo the end point of the moralization 
interna] ` one in which conduct is oriented to 
assumpto dards, one may well reject the 
tormeq Kim that such internal standards are 
in» a MDly through a process of "stamping 


Upon i external prohibitions of the culture 
of a deve} From the petspective 
“ge 


ernal 


child's mind 
opmental psychology such as that 


(1982) ov J. M. Baldwin (1906), in- 
a wet ot Standards are rather the outcome 
tudes ©" transformations of primitive atti- 
accompa conceptions. These transformations 
Ptiong X cognitive growth in the child's per- 
Which he a orderings of a social world with 
Direct 1A continuously interacting. 

the org 5 by this developmental conception of 
ented ization process, our research has been 
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ment of moral thought to moral conduct and 
emotion. 

3. The application of a stage analysis of 
moral judgment to subcultural differences as 
well as pathological deviance in moral orien- 
tations. 

4. The isolation of the social forces and ex- 
periences required for the sequential develop- 
ment of moral orientations. 


In the present paper, we shall summarize 
our findings as they relate to moralization as 
an age-developmental process, and we shall 
compare this characterization with that of 


Piaget. 


THE ISOLATION OF SIX STAGES OF 
DEVELOPMENT IN MORAL THOUGHT 


Our developmental analysis of moral judg- 
ment is based upon data obtained from a core 
group of 72 boys living in Chicago suburban 
areas, The boys were of three age groups: 
10, 12, and 16. Half of each group was upper- 
middle class; half, lower to lower-middle class. 
For reasons t0 be discussed in the sequel to 
this paper, half of each group consisted of 
popular boys (according to classeiaoia socio- 
metric tests). while half consisted of socially 
isolated boys. All the groups were comparable 
oe also used our procedures with a 

soup of 24 delinquents aged 16, a group of 24 
“me aes and a group of 50 boys and girls 
f l g outside of Boston. 

The basic data were two-hour tape-recorded 
interviews focussed upon hypothetical moral 
P as. Both the content and method of the 
eal were i ed by the work of Piaget 
interviews 
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(1932). The ten situations used were ones in 
which acts of obedience to legal-social rules or 
to the commands of authority conflicted with 
the human needs or welfare of other individu- 
als. The child was asked to choose whether 
one should perform the obedience-serving act 
or the need-serving act and was then asked a 
series of questions probing the thinking un- 
derlying his choice. 

Our analysis of results commenced with a 
consideration of the action alternatives se- 
lected by the children. These analyses turned 
out to shed little light on moral development. 
Age trends toward choice in favor of human 
needs, such as might be expected from Piaget's 
(1932) theory, did not appear. The child’s 
reason for his choice and his way of defining 
the conflict situations did turn out to be devel- 
opmentally meaningful, however. 

As an example, one choice dilemma was the 
following: 

Joe’s father promised he could go to camp 
if he earned the $50 for it, and then changed 
his mind and asked Joe to give him the money 
he had earned. Joe lied and said he had only 
earned $10 and went to camp using the other 
$40 he had made. Before he went, he told his 
younger brother Alex about the money and 
about lying to their father. Should Alex tell 
their father? 

Danny, a working class 10-year-old of 1.Q. 
98 replied: “In one way it would be right to 
tell on his brother or his father might get mad 
at him and spank him. In another way it 
would be right to keep quiet or his brother 
might beat him up.” 

Obviously whether Danny chooses to fulfill 
his “obligation” to adult authority or to peer 
loyalty will depend on which action he per- 
ceives as leading to the greater punishment. 
What interests us most, however, is the fact 
that Danny does not appear to have a concep- 
tion of moral obligation. His judgments are 
predictions; they are not expressions of mor. 
praise, indignation, or obligation, 
to the next of the situ 
Danny was not consis 


FA far ay aaa * 
or “humanistic” in his choices, but he was con- 


sistent in choosing in terms of the physical 
consequences involved. 


A careful consideration 
eventually led us to define 


al 
From one 
ations presented him, 
tently “authoritarian” 
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types of value-orientation. A Weberian ideal- 
typological procedure was used to achieve a 
combination of empirical consistency and logi- 
cal consistency in defining the types. The six 
developmental types were grouped into three 
moral levels and labelled as follows: 


LEVEL I. PRE-MORAL LEVEL 


Type 1. Punishment and obedience orien- 
tation. 
Type 2. Naive instrumental hedonism. 


LEVEL II. MORALITY oF CONVENTIONAL 
ROLE-CONFORMITY 

Type 3. Good-boy morality of maintaining 
good relations, approval of others. 

Type 4. Authority maintaining morality. 
LEVEL III. MORALITY OF SELF-ACCEPTED 
MORAL PRINCIPLES 

Type 5. Morality of contract and of demo- 
cratically accepted law. 

Type 6. Morality of individual principles of 
conscience. 

These types will be described in more detail 
in subsequent sections of this paper. The ty- 
pology rests upon 30 different general aspects 
of morality which the children brought into 
their thinking. One such aspect was the 
child’s use of the concept of rights, another 
his orientation toward punitive justice, a third 
his consideration of intentions as opposed to 
consequences of action, ete. Each aspect was 
conceived as a dimension defined by a six-level 
scale, with each level of the scale correspond- 
ing to one of the six types of morality just 
listed. 

A “motivational” aspect of morality was 
defined by the motive mentioned by the subject 
in justifying moral action. Six levels of motive 
were isolated, each congruent with one of the 
developmental types. They were as follows: 


1. Punishment by another. 

2. Manipulation of goods, rewards by 2™ 
other. 

3. Disapproval by others. 

4. Censure by legitimate authorities f° 
lowed by guilt feelings. 

5. Community respect and disrespect. 

6. Self-condemnation, 


These motives fall into three major levels: 


at 
The first two represent on the verbal level wha 
McDougall (1905) termed “the stage in whic 
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the operation of the instinctive impulses is 
modified by the influence of rewards and pun- 
ishments.” The second two correspond to 
MeDougall's second stage “in which conduct 
1s controlled in the main by anticipation of 
Social praise and blame.” The fifth, and espe- 
cially the sixth, correspond to McDougall’s 
third and “highest stage in which conduct is 
regulated by an ideal that enables a man to 
act in the way that seems to him right regard- 
less of the praise or blame of his immediate 
Social environment.” 

A more cognitive aspect of morality, con- 
ceptions of rights, was defined in terms of the 
following levels: 


ta real conception of a right. “Having a 
Honey to do something equated with “being 
> obeying authority. 
aa Rights are factual ownership rights. 
With eae has a right to do what they want 
though emselves and their possessions, even 
s e this conflicts with rights of others. 
quali ame as the second level concept but 
ified by the belief that one has no right 
© do evi], 
egite Rnition that a right is a claim, a 
mate exception, as to the actions of 
(as In general, it is an earned claim, e.g, 
p ’yment for work. 
divia 2? cePtion of unearned, universal mc 
linked t or human rights in addition to rights 
© a role or status. 
tion a addition to level 5 conceptions, a no- 
Sonalit respecting the individual life and per- 
Y of the other. 
A of the 50 to 150 moral ideas or state- 
i E Ea by a child in the course of an 
(30 “CW could be assigned to one of 180 cells 
e oe sions X 6 levels per dimension) in 
Vielded cation system. This classification 
Des Scores for each boy on each of the six 
all ae of thought based on the percentage of 
tYpe “ Statements which were of the given 
the ae udges were able to assign responses to 
°ral levels with an adequate degree of 


agre 

Š , 
latin expressed by product moment cor- 
to 84 nS between judges ranging from .68 


Piara ‘ 
tap SPite of the variety of aspects of morality 
te be by the 30 dimensions, there appeared 

Considerable individual consistency in 


level of thought. Thus 15 boys in our original 
group of 72 were classified (in terms of their 
modal response) as falling in the first of our 
six types. On the average, 45% of the thinking 
of these 15 boys could be characterized as 
Type 1. 

The differences between our age groups offer 
evidence concerning the developmental nature 
of the typology. The age trends for usage of 
the six types of thought are presented in fig- 
ure 1. 

It is evident that our first two types of 
thought decrease with age, our next two types 
increase until age 13 and then stabilize, and 
our last two types increase until age 16. Anal- 
yses of variance of the percentage usage of 
each type of thought by the 10-, 13-, and 16- 
year-old groups were carried out.! The differ- 
ences between the three age groups in usage of 
all types of thought but one (Type 3) were 
found to be significant beyond the .01 level. 

If our stages of moral thinking are to be 
taken as supporting the developmental view 
of moralization, evidence not only of age 
trends, but of sequentiality is required. While 
the age trends indicate that some modes of 
thought are generally more difficult or ad- 
vanced than other modes of thought, they do 
not demonstrate that attainment of each mode 
of thought is prerequisite to the attainment 
of the next higher in a hypothetical sequence. 

Because the higher types of moral thought 
replace, rather than add to, the lower modes of 
thought, the Guttman (1950) scaling tech- 
used by other investigators to establish 
ertain cognitive developmental sequences 
Fok and Strauss, 1950; Wohlwill, 
1960) is not appropriate for our material. A 
more appropriate statistical model is derived 
from Guttman’s (1954) quasi-simplex correla- 
trix. The “simplex” pattern of inter- 
ves from the expectation that 
pes of thought ma separated 

a ther in a developmental sequence, 
o eee ho þe the correlations between 
them. This expectation can be compared with 
the actual intercorrelations obtained among 


six types of thought. ; 
the Siy child had a profile showing the percent 


3 r age T are based on 
s in figure 1 for agi 
1 The mean: a limited number of responses 


y and 
Ly cored to the older group. 
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20 4 


Percent of Total Moral Statements 


FIGURE 1 


of his responses that fell within each of the 
six types of thought. These profiles permitted 
us to correlate each of the six types of thought 
with each of the others across the sample of 
72 boys, aged 10 to 16. The resulting product- 
moment correlation matrix is presented in 
Table I. Each correlation reflects the extent 
to which the individuals who use the type of 
thought identified by the numbers at the left 
margin of the matrix also use a second type 
of thought identified by the numbers above the 
matrix. 

The expectation applied to the matrix is that 
the correlations between two types of thought 
Should decrease as these two types are increas- 
ingly separated in the developmental hier- 
archy. The matrix presented in Table I indi- 
cates general agreement with the expectation. 

he correlations diminish as we move away 


Age 
Use of six types of moral judgments at four ages. 


7 six 
TABLE 1 Matrix of intercorrelations between 
types of moral judgment. 


Type 1 2 3 4 5 
1 x 
2 55 x 
3 —41 —19 x 
4 —52 —41 18 x 
5 —52 —58 09 00 x y 
6 —37 —43 —29 —07 23 


from the main diagonal entries, whether i 
go across the columns or down the rows. ee 
correlations are markedly negative, partia 3 
because of the necessity for one percentage 
Score to decrease as another increases.) ye 
thermore, correlations of types within t 
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three main levels are higher than between 
levels, supporting our distinction of levels.? 


THE FIRST TWO STAGES 
(TYPE 1 AND 2) 


3 Our Moral Type 1 shares such characteris- 
tics of Piaget's heteronomous as concern for 
Consequences rather than intentions, lack of 
awareness of relativity of value, definition of 
right as obedience to authority. These and 
other Type 1 characteristics are illustrated 
by an excerpt from an interview with Tommy 
(age 10, working class, I.Q. 128). The ex- 
Cerpt also illustrates how the interview method 
traces back the child’s immediate judgments 
to the unstated but basic assumptions or “prin- 
ciples” behind them. 
7 This portion of the interview is in response 
© the third of the 10 moral dilemmas: 


In Europe, a woman was near death from 
a special kind of cancer. There was one 
drug that the doctors thought might save 
her. It was a form of radium that a drug- 
gist in the same town had recently discov- 
ered. The drug was expensive to make, but 

e druggist was charging ten times what 
the drug cost him to make. He paid $200 
for the radium and charged $2000 for a 
Small dose of the drug. The sick woman’s 
usband, Heinz, went to everyone he knew 
to borrow the money, but he could only get 
together about $1000 which is half of what 
it cost. He told the druggist that his wife 
Was dying and asked him to sell it cheaper 
ae let him pay later. But the druggist said: 
t ©, I discovered the drug and I’m going 
0 make money from it.” So Heinz got 
€sperate and broke into the man’s store to 
Steal the drug for his wife. Should the hus- 
and have done that? 


pi interview proceeded as follows: 
the Pa wife was sick and if she didn’t get 
Wife rug quickly, she might die. Maybe his 
anq ti an important person and runs a atore 
it an, Man buys stuff from her and can’t get 
“NY other place. The police would probably 


2 
Dle ese cross-sectional findings need to be sup- 
nted by a longitudinal analysis if we are to 
ce, w Stages as a genuine developmental ba 
mal We are presently engaged in a semilong? 
54 analysis, in which we have reinterviewe 
terya Ut Original subjects after a three-year 1- 
e findings will be reported in a subse- 
lication, 


blame the owner that he didn’t save the wife. 
That would be like killing with a gun or 
knife.” 

(Interviewer: Would it be all right to put 
the druggist in the electric chair for murder?) 

“Tf she could be cured by the drug and they 
didn't give it to her, I think so, because she 
could be an important lady like Betsy Ross, 
she made the flag. And if it was President 
Eisenhower, he’s important, and they’d prob- 
ably put the man in the electric chair because 
that isn’t fair.” 

(Should the punishment be more if she’s an 
important person?) 

“If someone important is in a plane and is 
allergic to heights and the stewardness won’t 
give him medicine because she’s only got 
enough for one and she’s got a sick one, a 
friend, in back, they’d probably put the stew- 
ardess in a lady’s jail because she didn’t help 
the important one.” 

(Is it better to save the life of one important 
person or a lot of unimportant people?) 

“All the people that aren’t important be- 
cause one man just has one house, maybe a 
lot of furniture, but a whole bunch of people 
have an awful lot of furniture and some of 
these poor people might have a lot of money 
and it doesn’t look it.” 

On the one hand we notice Tommy’s reason- 
ing ability, his utilitarian calculation of the 
economics of the greater good. On, the other 
hand we notice that the calculation of value is 
based on a “primitive” assumption as to the 
basis of moral values. A prosaic and com- 
mendable concern about the wife’s life is 
eventually based on the notion that the value 
of a life is determined by its “importance” 
and that such importance is essentially a func- 
tion of the amount of furniture owned. 

Why are we justified in using the term 
“primitive” in describing the derivation of the 
value of life from the value of furniture? 
Awarding moral value to furniture involves a 
failure to differentiate the self’s point of view 
from that of others, or to differentiate what 
the community holds as a shared or moral 
value (the value of life) and what the individ- 
ual holds as a private value (the desire for 
furniture). Such a lack of a sense of subjec- 
tivity of value is also suggested by Tommy’s 
definition of culpability in terms of conse- 
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quences rather than intentions (the wickedness 
of the druggist depends on his causing the loss 
of an important life). 

In a Type One response the value of what 
is right and what is wrong is based on ex- 
ternal physical events and objects as good or 
bad. This is clear in the following response 
to punishment as defining what is good or 
bad. An example is provided by 10 year old 
Danny, who in Situation II, a situation of con- 
flict between brother and father, defined the 
right choice in terms of a prediction as to 
which one would retaliate more heavily. Danny 
went on to say: 

“My brother would say, ‘If you tell on me, 
Pll whip you with my belt real hard’.” 

(What would you do then?) 

“Well, if I was to tell my Dad if my brother 
Butchie was still hurting me, my brother 
would go find another house to live in.” 

The emergence of individualistic hedonism 
out of such growing cognitive differentiation 
is suggested by the responses which fall in 
our Type 2. Just as our first stage of morality 
coincides descriptively with Piaget’s “hetero- 
nomous stage” but differs from it in interpre- 
tation, so our second stage coincides descrip- 
tively with Piaget’s autonomous stage but dif- 
fers from it in interpretation. Like Piaget 
and others, we found an increase in the use 
of reciprocity (exchange and retaliation) as 
a basis for choice and judgment in the years 
six to ten, though not thereafter, We also 
found age increases in notions of relativism of 
value, and in egalitarian denial of the moral 
superiority of authorities. 

These reactions were common enough and 
well enough associated in our 10-year-olds to 
help define our Type 2. The tendency to de- 
fine value relative to private needs is reflected 
in the response of Jimmy (a 10-year-old work- 
ing-class boy, I.Q. 105) to our test situation 
about mercy-killing. The story continues the 
plight of the wife dying of cancer as follows: 


The doctor finally got some of the radium 
drug for Heinz’s wife. But it didn’t work, 
and there was no other treatment known to 
medicine which could save her. She was in 
terrible pain, but she was so weak that a 
good dose of a pain-killer like ether or 
morphine would make her die sooner. She 
was delirious and almost crazy with pain, 


and in her calm periods, she would ask the 

doctor to give her enough ether to kill her. 

She said she couldn’t stand the pain and 

she was going to die in a few months any- 

way. 

Should the doctor do what she asks and 
make her die to put her out of her terrible 
pain? 

Jimmy replied, “It’s according to how you 
look at it. From the doctor’s point of view, it 
could be a murder charge. From her point 
of view, it isn’t paying her to live anymore 
if she’s just going to be in pain.” 

(How about if there were a law against it?) 

“It should be up to her; it’s her life. It’s 
the person’s life, not the law’s life.” , 

In this situation Jimmy defines right action 
instrumentally, as means to individual values; 
he defines it relativistically, in relation to the 
conflicting values of various individuals; and 
he defines it hedonistically, in terms of “pay- 
ing” in pleasure and pain. The woman has 
ownership rights over herself, she is her own 
property. In more mature types of thought 
rights are defined relative to duties, the law 15 
seen as defending and defining rights, and 
the law’s respect for the woman’s rights repre- 
sents a respect for her personality and life. 

Jimmy also relied heavily on reciprocity 1" 
defining role relations as indicated by sue 
remarks as the following: 

(Why should someone be a good son?) d 
“Be good to your father and he’ll be 0° 
to you.” f f 
The advance in cognitive differentiation ° 
this type of response over that of Type 1 seems 
evident. It seems clear that such definition > 
value in terms of ego-need and reciprocity e 
needs is in a sense internal; i.e., it is n 
simply a reflection of direct teaching by others: 
It reflects rather Type 2’s increasing aware 
ness of its own ego-interests and of the &* 
change of ego-interests underlying much ° 

social organization. 


THE INTERMEDIATE STAGES OF 
MORAL DEVELOPMENT 


It is clear that Type 1 and Type 2 childre 
do not express attitudes toward “the ae 
and “the right” like those we take for gran" 
in adults and which we often regard as eb 
cliches or stereotypes. These stereotypes f” 
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appear in our Type 3 and Type 4 preadoles- 
cents, whose verbal judgments and decisions 
are defined in terms of a concept of a morally 
good person (the implication of labelling 
Type 3 as a “good boy” morality). 

A fairly typical Type 3 “good boy” response 
to the story about stealing the drug is the fol- 
lowing response by Don (age 13, I.Q. 109, 
lower-middle class) : 

“Tt was really the druggist’s fault, he was 
unfair, trying to over-charge and letting some- 
One die. Heinz loved his wife and wanted to 
Save her. I think anyone would. I don’t think 
they would put him in jail. The judge would 
look at all sides, and see that the druggist was 
charging too much.” 

Don's response defines the issues in terms of 
attitudes toward the kinds of people involved; 
ane loving husband,” “the unfair druggist,” 

the understanding judge,” “what anyone 
Would do,” ete. He assumes that the attitude 
is expresses are shared or community atti- 
udes, 
E terias of motivation, this second level is 

IN which conduct is controlled in the main 
ane of praise and blame. Praise 
even j Ame are, of course, effective reinforcers 
act child’s earliest years. In these early 
Many vever, disapproval is but one of the 
fon ence esant external consequences of ac- 

Ype ee are to be avoided. In contrast, our 
Make toe 4 pre-adolescents pe te 

AOE ir and define what is ae 5 

Prova] E by anticipating possible ry 

ing | thought and imagination an ? 
Further 1P approval as a final internal goal. 
only more, the pre-adolescent is bothered 
Pressoq disapproval if the disapproval is ex- 
Wide ge oe legitimate authorities. This atti- 
n naively expressed by Andy (age 16, 
® class, 1.Q. 102) in his reply to the 
Cak] about telling one’s father about 

T er’s lie; 
pS n father finds out later, he won’t trust 
pe) ieee wouldn’t either, but I wouldn't 
‘I try iia i that he (my brother) didn t 

oie for my parents, sia 
Y moth Ings for you. I try to do ev ee 
s me 1. SaS, I try to please her. Like 
She’g © to be a doctor and I want to, t00, 
elping me to get up there.” 
© Statements of compliance to the 


wishes of superiors (as in Level I), Andy’s 
statements imply an identification of his own 
goals with his parent’s wishes and a desire to 
anticipate them, somewhat independent of 
sanctions. 

For children of Type 4, the moral order is 
seen as a matter of rules; and role-taking is 
based on “justice,” on regard for the rights 
and expectations of both rule-enforcers and 
other rule-obeyers. The distinction between 
Type 3 and Type 4 styles of role-taking in 
moral judgment may be illustrated by two ex- 
planations as to the wrong of stealing from a 
store. Carol (18, I.Q. 108, lower-middle class, 
Type 3) says: 

“The person who owns that store would 
think you didn’t come from a good family, peo- 
ple would think you came from a family that 
didn’t care about what you did.” 

James, 13, I.Q. 111, lower-middle class, Type 
4) says: 

“You'd be mad, too, if you worked for some- 
thing and someone just came along and stole 
itz? 

Both Carol and James define the wrong of 
stealing by putting themselves in the role of 
the victim. James, however, expresses the 
“moral indignation” of the victim, his sense 
that the rights of a community member have 
been violated, rather than expressing merely 
the owner’s disapproval of the thief as a bad 
and unloved person. In both, Type 3 and Type 
4, regard for rules is based upon regard for 
an organized social order. For Type 3, this 
order is defined primarily by the relations of 
“natural” selves; for Type 4 it is 


‘ood or | ; 
De defined by rights, assigned duties, and 
rules. 


MORAL ORIENTATION AT THE THIRD 
DEVELOPMENTAL LEVEL 
pes 5 and 6 accept the possi- 
norms, and they at- 
“rational” decision 
his is most clear 
children who attempt to choose 
moral principles rather than 
Conventional examples of moral 


{ den Rule, the utilitarian 
yale for the greatest 


Children of Ty 
bility of conflict between 
) thing like a 


tempt some 
Š flicting norms. T 


between con 
in our Type 6 
in terms of 


number 5 I 
moral principle i 
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of choice between legitimate alternatives, 
rather than a concrete prescription of action 
(Dewey and Tufts, 1986; Kohloerg, 1958). 
Philosophically such principles are designed to 
abstract the basic element that exists in vari- 
ous concrete rules, and to form an axiomatic 
basis for justifying or formulating concrete 
rules.” Moral principles, of course, are not 
legally or socially prescribed or sanctioned, 
they are social ideals rather than social reali- 
ties. 

An example of the use of the utilitarian 
maxim as a moral principle is provided by 
Tony (age 16, I.Q. 115, upper-middle class). 
He is replying to a situation involving a choice 
of leaving or staying at a civilian air-defense 
post after a heavy bombing raid may have 
endangered one’s family: 

“Tf he leaves, he is putting the safety of the 
few over the safety of many. I don’t think it 
matters that it’s his loved ones, because people 
in the burning buildings are someone’s loved 
ones too. Even though maybe he’d be miserable 
the rest of his life, he shouldn’t put the few 
over the many.” 

Tony says that leaving the post is wrong, not 
because of the actual consequences, but be- 
cause he evaluated the situation wrongly, and 
“put the few over the many.” This is not 
merely a matter of utilitarian economics but 
of the requirement of justice that all lives be 
treated as of equal value. 

Moral principles are principles of “con- 
science,” and Type 6 children tend to define 
moral decisions in these terms. When Type 6 
children are asked “What is conscience ?”, they 
tend to answer that conscience is a choosing 
and self-judging function, rather than a feel- 
ing of guilt or dread. 

A more easily attained “rationality” in 
moral choice than that of Type 6 is embodied 
in the Type 5 orientation of social contract 
legalism. Type 5 defines right and wrong in 
terms of legal or institutional rules which are 
seen as having a rational basis, rather than as 


“It is historically true that all philosophic 
formulations of moral principles, such as those 
just mentioned, are variations of a basic prescrip- 


tion to take the role of all other involved in the 
moral situations. 


being morally sacred. Laws are seen as maxi- 
mizing social utility or welfare, or as being 
necessary for institutional functioning. It is 
recognized that laws are in a sense arbitrary, 
that there are many possible laws and that the 
laws are sometimes unjust. Nevertheless, the 
law is in general the criterion of right because 
of the need for agreement. 

While Type 5 relies heavily on the law for 
definitions of right and wrong, it recognizes 
the possibility of conflict between what is ra- 
tionally “right” for the individual actor, and 
what is legally or rationally right for the 
society. George (16, upper-middle class, I.Q. 
118) gives a fairly typical response to the 
questions as to whether the husband was 
wrong to steal the drug for his dying wife: 

“T don’t think so, since it says the druggist 
had a right to set the price since he discovered 
it. I can’t say he’d actually be right; I sup- 
pose anyone would do it for his wife though. 
He’d prefer to go to jail than have his wife die. 
In my eyes he’d have just cause to do it, but 
in the law’s eyes he’d be wrong. I can’t say 
more than that as to whether it was right oF 
not.” 

(Should the judge punish the husband if he 
stole the drug?) 2 

“It's the judge’s duty to the law to send him 
to jail, no matter what the circumstances. The 
laws are made by the people and the judge 15 
elected on the basis that he’s agreed to carry 
out the law.” 

George's belief is that the judge must pun 
ish even though the judge may not think the 
act is wrong. This is quite consistent with 
his belief that the act was individually “just 
but legally wrong. It reflects a typical dis 
tinction made at this level between individua 
person and social role, a distinction which CO?” 
trasts with the earlier fusion of person a” 
role into moral stereotypes. The judge’s role 
is seen as a defined position with a set ° 
agreed-upon rules which the role-oceupant eo 
tractually accepts on entering office. At me 
level of definition of role-obligation, then, ae 
tract replaces earlier notions of helping Me 
role-partner, just as legality replaces resp 
for social authority in defining more gene! 
norms. 


al 
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IMPLICATIONS OF THE STAGES 
FOR CONCEPTIONS OF THE 
MORALIZATION PROCESS 


We may now briefly consider some of the im- 
Plications of our stages for conceptions of the 
Process and direction of moral development. 
Our age trends indicate that large groups of 
moral concepts and ways of thought only attain 
meaning at successively advanced ages and re- 
quire the extensive background of social ex- 
Perience and cognitive growth represented by 
the age factor. How is this finding to be in- 
terpreted? 

From the internalization view of the morali- 
zation process, these age changes in modes of 
moral thought would be interpreted as suc- 
cessive acquisitions or internalizations of cul- 
tural moral concepts. Our six types of thought 
oe represent six patterns of verbal mo- 
sively mn the adult culture which are succes- 
hal oe as the child grows more ver- 

Sophisticated. 

In contrast, we have advocated the develop- 
mental interpretation that these types of 

Ought represent structures emerging from 
toe of the child with his social en- 
er ment, rather than directly reflecting ex- 

nal structures given by the child’s culture. 
ee of the basic prohibitions and com- 
ioral phe the culture, as well as some behav- 

“Internalization” of them, exists from 
Mage of our stages and does not define their 
Scene ene Movement from stage to stage rep- 
ions ` tather the way in which these prohibi- 
Social as well as much wider aspects of the 
Organi ture: are taken up into the child's 

‘zation of a moral order. This order may 
ea Upon power and external compulsion 
satista upon a system of exchanges and i 
PEN (Type 2), upon the maien 
Pon iq “i expectations (Type 3 and 3 j 
ią ina S or general logical principles - po 
AAN (Types 5 and 6). While e 
from ¢ bases of a moral order do spr! 
cial waa en awareness of the external > 
er Organi > they also represent active processe 
e h or ordering this world. , 
„AVe cited two major results from our 


Wan 
i: ear analyses which support this devel- 
the a al interpretation. The first result was 


PProximation of the matrix of type inter- 


correlations to a quasi-simplex form. This sug- 
gested that individual development through 
the types of moral thought proceeded stepwise 
through an invariant sequence. If our moral 
types form an invariant sequence, acquisition 
of a higher type is not likely to be a direct 
learning of content taught by cultural agents, 
but is rather a restructuring of preceding 
types of thought. This interpretation is 
strengthened by the trend toward negative 
correlations between the higher and lower 
types of thought. Such negative relations sug- 
gest that higher modes of thought replace 
or inhibit lower modes of thought rather than 
being added to them. This in turn suggests 
that higher types of thought are reorganiza- 
tions of preceding types of thought. 

More strongly than the quantitative data, we 
believe that the qualitative data and interpre- 
tations contained in our stage descriptions 
makes the notion of developmental transfor- 
mations in moral thought plausible and mean- 
ingful. We have described characteristics of 
the types which suggest that each type is 
qualitatively different than previous types. 
Such qualitative differences would not be ex- 
pected were development simply a reflection 
of greater knowledge of, and conformity to, 
the culture. We have also attempted a logical 
analysis of the characteristics of the types 
which allows us to see each type as a con- 
ceptual bridge between earlier and later types. 

The developmental conception of the morali- 
vation process suggested by our analysis of age 
changes has some definite further implications. 
Implications as to relations of the development 
of moral thought to social environmental fac- 
tors on the one hand, and to the development 
of moral conduct on the other, will be consid- 


ered in the sequel to this paper. 


SUMMARY 


‘The paper presents an overview of the au- 


thor’s findings with regard to a sequence of 
moral development. It is based on empirical 
data obtained mainly from boys aged 10, 13, 

: d 16 in lengthy free interviews around hypo- 
eats ] moral dilemmas. Ideal-typological pro- 
ae led to the construction of six types of 
a) tt ught, designed to form a develop- 
mom i The first two types parallel 


iorari hy. 
tal hierarchy 
nae heteronomous and autonomous moral 
iaget s 
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stages, but various findings fail to support 
Piaget’s view that these stages are derived 
from heteronomous or mutual respect. 

More mature modes of thought (Types 4-6) 
increased from age 10 through 16, less mature 
modes (Types 1-2) decreased with age. Data 
were analyzed with regard to the question of 
sequence, e.g., to the hypothesis that attain- 
ment of each type of thought is the pre- 
requisite to attainment of the next higher 
type. A quasi-simplex pattern of intercorrela- 
tions supported this hypothesis. 

Such evidence of developmental sequence in 
moral attitudes and concepts is believed to be 
of great importance for conceptions of the 
process of moralization. It indicates the in- 
adequacy of conceptions of moralization as a 
process of simple internalization of external 
cultural rules, through verbal teaching, pun- 
ishment, or identification. In contrast, the 
evidence suggests the existence of a series of 
internally patterned or organized transforma- 
tions of social concepts and attitudes, trans- 
formations which constitute a developmental 
process. 


ADDENDUM 
Compiled by Norman Sprinthall 


Since the publication of Professor Kohl- 
berg’s work, he has continued to investigate 
the growth of moral development in children. 
This most recent work includes a cross-cultural 
replication of his earlier work. With children 
at ages 10, 13 and 16 in Taiwan, he has ad- 
ministered the moral judgment situations and 
has scored their responses. In the accompany- 
ing figure (2) the results are presented and 
compared to similar ratings made on children 
in the same age ranges in the United States. 
The figures indicate that the same age trends 
hold for both groups of pupils. This means 
that children in Taiwan exhibit the same age 
specific systems for moral judgment as Ameri- 
can students. For example, Type 1, moral 
judgment based on fearful avoidance of steal- 
ing and punishment is relatively common 
for both groups of children at age 10. Ap- 
proximately 40% of the statements made by 
Taiwan pupils were classified as Type 1, and 
30% for the American pupils. By age 16, the 
percentages were 8% in Taiwan and 10% for 


American children. Thus both groups over 
the period of 6 years declined significantly in 
the use of that category. Similarly Type 4, 
a judgment based on “doing duty” and respect 
for authority increased for both groups of 
pupils, from 10% to almost 60% over the same 
time period in Taiwan and from 15% to 35% 
for the Americans. Although there are differ- 
ences in degree, the age trend is similar. This 
indicates that the development of types of 
judgment are similar even though the cul- 
tural background of the pupils may be vastly 
different. 

It is, of course, interesting to note that a 
greater proportion in Taiwan use Type 4 state- 
ments than in America. The American pupils 
at the same age (16) manifest a greater use 
of Type 5—20% versus 6% on Taiwan. This 
means that more American pupils reach this 
level than do the pupils from Taiwan. Type 5 
is a judgment based upon duty as a legal con- 
tract that takes into consideration the rights 
of others and the sanctions of the majority- 
This difference may reflect the difference be- 
tween a democratically oriented society versus 
one based upon obedience to authority to main- 
tain a social order. ‘ 

Professor Kohlberg has also replicated his 
stages of moral development in other coun- 
tries besides Taiwan. Thus far the results 
from all these cross cultural samples indicate 
support for the general sequence of develop- 
mental stages in moral judgment. 


MORAL JUDGMENT SITUATIONS 
(Probing questions not included) 


I. Joe isa 14-year-old boy who wanted to ki 
to camp very much. His father promise 
him he could go if he saved up the money 
for it himself. So Joe worked hard at hi 
Paper route and saved up the $40 it cost 
go to camp and a little more besides. nis 
just before camp was going to start, ‘i 
father changed his mind. Some of ing 
friends decided to go on a special ae 
trip, and Joe’s father was short of the mon 

it would cost. So he told Joe to give him t 
money he had saved from the paper YOU 
Joe didn't want to give up going to came ie 
he thought of refusing to give his fathe? 
money. 


te. 
s0 


CHILDREN AND ADOLESCENTS 85 


604 


Taiwan 


50 4 


40 


30 4 


Percentage of Total Moral Statements 


20 4 


104 Type 4 


10 E 16 
Age 


Tai Mean per cent of 
aiwan and the United States. 


FIGURE 2 


S 
ea Je refuse to give his father the 
Y or should he give it to him? Why? 
TL. Joe 
Went 
oe h 


a and said he only made $10, and 

ad PAAR with the other $40 he made. 

ent to cu Older brother Bob. Before Joe 

and abon me: he told Bob about the money 
Ying to their father. 


Sh 
Ould Bob tell their father? Why? 


ur 
tro È Europe, a woman was near death 
rapa kind of cancer. There was 
hey nee the doctors thought might 
YUggist į t was a form of radium that a 
Overeq n the same town had recently dis- 
but the The drug was expensive to make, 
What th druggist was charging ten times 
Pe0) e drug cost him to make. He pal 
or 


'S 


One d 
Save 


for ; 
3 small ig radium and charged $2,000 f 
Usbang Ose of the drug. The sick woman 

» Heinz, went to everyone he knew 


use of six stages of moral judgment at 


604 


U.S.A. 


504 


404 


304 


204 


Age 


three ages in 


to borrow the money, but he could only get 
together about $1,000 which is half of what 
He told the druggist that his wife 
and asked him to sell it cheaper or 
But the druggist said, 
“No, I discovered the drug and I’m going 
to make money from it.” So Heinz got des- 
perate and broke into the man’s store to 
steal the drug for his wife. 

Should the husband have done that? Why? 


IV. The doctor 
radium drug for He 


it cost. 
was dying 
Jet him pay later. 


finally got some of the 
inz’s wife. But it didn’t 
work, and there was no other treatment 
known to medicine which could save her. So 
the doctor knew that she had only about six 
months to live. She was m terrible pain, 
put she was SO weak that a good dose of a 
pain-killer like ether or morphine would 
make her die sooner. She was delirious and 
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almost crazy with pain, and in her calm 
periods, she would ask the doctor to give her 
enough ether to kill her. She said she 
couldn’t stand the pain and she was going to 
die in a few months anyway. 


Should the doctor do what she asks and 
make her die to put her out of her terri- 
ble pain? Why? 


V. In Korea, a company of Marines was 
way outnumbered and was retreating be- 
fore the enemy. The company had crossed 
a bridge over a river, but the enemy were 
mostly still on the other side. If someone 
went back to the bridge and blew it up as 
the enemy were coming over it, it would 
weaken the enemy. With the head start the 
rest of the men in the company would have, 
they could probably then escape. But the 
man who stayed back to blow up the bridge 
would probably not be able to escape alive; 
there would be about a 4 to 1 chance he 
would be killed. The captain of the company 
has to decide who should go back and do the 
job. The captain himself is the man who 
knows best how to lead the retreat. He 
asks for volunteers, but no one will volun- 
teer. 


Should the captain order a man to stay 
behind, or stay behind himself, or leave 
nobody behind? Why would that be best? 


VI. The captain finally decided to order one 
of the men to stay behind. One of the men 
he thought of was one who had a lot of 
strength and courage but he was a bad 
trouble maker. He was always stealing 
things from the other men, beating them 
up and wouldn’t do his work. The second 
man he thought of had gotten a bad disease 
in Korea and was likely to die in a short 
time anyway, though he was strong enough 
to do the job. 


If the captain was going to send one of 
the two men, should he send the trouble 
maker or the sick man? Why? 


VII. Two young men were in trouble, They 
were secretly leaving town in a hurry and 
needed money. Al, the older one, broke into 
a store and stole $500. John, the younger 
one, went to a man who was known to help 
people in town. John told the man that he 
was very sick and he needed $500 to pay for 
the operation. Really he wasn’t sick at all, 
and he had no intention of paying the man 
back. Although the man didn’t know John 


very well, he loaned him the money. So 
John and Al skipped town, each with $500. 


Who did worse, Al who broke into the 
store or John who borrowed the money 
with no intention of paying it back? 
Why? 


VIII. While all this was happening, Heinz 
was in jail for breaking in and trying to 
steal the medicine. He had been sentenced 
for ten years. But after a couple of years, he 
escaped from the prison and went to live 
in another part of the country under a new 
name. He saved money and slowly built up 
a big factory. He gave his workers the 
highest wages and used most of his profits 
to build a hospital for work in curing cans 
cer. Twenty years had passed when a tailor 
recognized the factory owner as being 
Heinz, the escaped convict whom the police 
had been looking for back in his home town. 


Should the tailor report Heinz to the 
police? Why should (n't) he? 


IX. During the war in Europe, a city pa 
often heavily bombed. All the men in t 
city were assigned to different fire-fighting 
and rescue stations all over the city. A piat 
named Diesing was in charge of one are 
engine station near where he worked. or 
day after an especially heavy bombing, 
Diesing left the shelter to go to his station. 
But on the way, he decided he had to a 
whether his family was safe. His home was 
quite far away, but he went there first. 


i seas z ave 
Was it right or wrong for him to lea 
the station to protect his family? 


s 
SCHEMA OF DEVELOPMENTAL TYPE 


LEVEL 1—Value resides in external oe 
physical happenings, in bad acts, ok ns 
quasi-physical needs rather than in pers? 
and standards. 

Type 1: Obedience and punishment ge 
tion. Egocentrie deference to superior Pop- 
or prestige, or a trouble-avoiding set. 
jective responsibility. 


Right 


Type 2: Naively egoistic orientation. the 


action is that instrumentally satisfying re 
self’s needs and occasionally other's. AW i 
ness of relativism of value to each m 
needs and perspective. Naive egalitarian; š 
and orientation to exchange and recipro? 
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LEVEL IIl—Moral value resides in perform- 
Ing good or right roles, in maintaining the 
conventional order and the expectancies of 
others. 


Type 3: Good boy orientation. Orientation 
to approval and to pleasing and helping 
others, Conformity to stereotypical images 
of majority or natural role behavior, and 
judgment by intentions. 

Type 4: Authority and social order main- 
taining orientation. Orientation to “doing 
duty” and to showing respect for authority 
and maintaining the given social order for 
its own sake. Regard for earned expecta- 
tions of others. 


LEVEL, HI—Moral value resides in confor- 


mity by the self to shared or shareable stan- 
dards, rights or duties. 

Type 5: Contractual legalistic orientation. 
Recognition of an arbitrary element or 
starting point in rules or expectations for 
the sake of agreement. Duty defined in 
terms of contract, general avoidance of vio- 
lation of the will or rights of others, and 
majority will and welfare. 

Type 6: Conscience or principle orientation. 
Orientation not only to actually ordained so- 
cial rules but to principles of choice involy- 
ing appeal to logical universality and con- 
sistency. Orientation to conscience as a 
directing agent and to mutual respect and 
trust. 


10. ADOLESCENCE * 


ANNA FREUD 


INTRODUCTION 


1 return to the subject of adolescence after 
tag Stral of twenty years. During this 
hroy much has happened in analytic work to 

: added light on the problems concerned 


and 
Young” influence the conditions of life for 


Nevert 


atly rs 
eel suy : 
rte of our ground, and in possession of a 


Weg 

ablest of material and information which en- 
ie g, 15 tO assume authority and apply analy- 
bring j ags to the practical problems of up- 
fee] ng, When it comes to adolescence, we 
a , accordingly, cannot satisfy 
for hi ponts or educational workers who apply 
to our knowledge. One can hear it 


said frequently that adolescence is a neglected 
period, a stepchild where analytic thinking is 


concerned. , 
These complaints, which come from two 


sides, from the parents as well as from the 
analytic workers themselves, seem to me to 
warrant closer study and investigation than 


they have received so far. 
* * * * 


What follows is an attempt to apply at 
least some of our hard-won insights to three 
of the most pressing problems concerning ado- 


lescence. 
Is THE ADOLESCENT UPSET 
INEVITABLE? 

There is, first, the ever recurrent question 
thether the adolescent upheaval is welcome 
j ficial as such, whether it is necessary 
me sn than that, inevitable. On this point, 
ce lytic opinion is decisive and unani- 
ce people in the child’s family and 


mous. who assess his state on the basis of 


school, 
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behivier, misy deplore the ailelessent upset 
whieh, so them, spals the oss af valuable 
qualities, of character stability, and of social 
adaptation. As analysts, who assess person- 
alities from the structural point of view, we 
think otherwise. We know that the character 
structure of a child at the end of the latency 
period represents the outcome of long drawn- 
out conflicts between id and ego forces. The 
inner balance achieved, although characteris- 
tic for each individual and precious to him, is 
preliminary only and precarious. It does not 
allow for the quantitative increase in drive 
activity, nor for the changes of drive quality 
which are both inseparable from puberty. Con- 
sequently, it has to be abandoned to allow 
adult sexuality to be integrated into the in- 
dividual’s personality. The so-called adoles- 
cent upheavals are no more than the external 
indications that such internal adjustments are 
in progress. 

On the other hand, we all know individual 
children who as late as the ages of fourteen, 
fifteen or sixteen show no such outer evidence 
of inner unrest. They remain, as they have 
been during the latency period, “good” chil- 
dren, wrapped up in their family relation- 
ships, considerate sons of their mothers, sub- 
missive to their fathers, in accord with the 
atmosphere, ideas and ideals of their childhood 
background. Convenient as this may be, it 
signifies a delay of normal development and is, 
as such, a sign to be taken seriously. The first 
impression conveyed by these cases may be 
that of a quantitative deficiency of drive en- 
dowment, a suspicion which will usually prove 
unfounded. Analytic exploration reveals that 
this reluctance to “grow up” is derived not 
from the id but from the ego and superego as- 
pects of the personality. These are children 
who have built up excessive defenses against 
their drive activities and are now crippled by 
the results, which act as barriers against the 
normal maturational processes of phase de- 
velopment. They are, perhaps more than any 
others, in need of therapeutic help to remove 
the inner restrictions and clear the path for 
normal development, however, “upsetting” the 
latter may prove to be. 


PSYCHOLOGY 


PATHOLOGY IN ADOLESCENCE 


This leaves us with a third problem which, 
to my mind, outweighs the preceding ones so 
far as clinical and theoretical significance are 
concerned, I refer to the difficulty in adoles- 
cent cases to draw the line between normality 
and pathology. As described above, adolescence 
constitutes by definition an interruption of 
peaceful growth which resembles in appear- 
ance a variety of other emotional upsets and 
structural upheavals.’ The adolescent manl- 
festations come close to symptom formation of 
the neurotic, psychotic or dissocial order and 
merge almost imperceptibly into borderline 
states, initial, frustrated or fully fledged 
forms of almost all the mental illnesses. Con- 
sequently, the differential diagnosis betwee? 
the adolescent upsets and true pathology be- 
comes a difficult task. 

For the discussion of this diagnostic prob- 
lem I leave most other authors in the field to 
speak for themselves and summarize my am 
impressions based on past and present clinica 
experience. 3 

In 1936, when I approached the same subject 
from the aspect of the defenses, I was = 
cerned with the similarity between the acl 
cent and other emotional disturbances pra 
than with the differences between them. I 3 
scribed that adolescent upsets take on the a 
pearance of a neurosis if the initial, pat 
genic danger situation is located M felt 
superego with the resulting anxiety being A 
as guilt; that they resemble psychotic aon 
bances if the danger lies in the increas ca 
power of the id itself, which threatens the CF 
in its existence or integrity. Whether such 
adolescent individual impresses us, MED be 
obsessional, phobic, hysterical, ascetic, 5° it 
oid, paranoid, suicidal, ete., will depend the 
the one hand on the quality and quantity ee 
id contents which beset the ego, on the 0' ms 
hand on the selection of defense mechani” s, 
which the latter employs. Since, in adolesce” 
impulses from all pregenital phases rise wo 


ne i 

* Adolescence, of course, is not the only omar’ 
life when alterations of a physiological The 
cause disturbances of mental equilibrium j ; 
same happens in later years in the climac a con 
and recently, Grete L. Bibring has given o e 
vincing description of similar damage nancy: 
equilibrium of mental forces during preg 
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surface and defense mechanisms from all levels 
of érudily ov complexity come into use, the 
pathological results—although identical in 
structure—are more varied and less stabilized 
than at other times of life. 

Today it seems to me that this structural 
description needs to be amplified, not in the 
direction of the similarity of the adolescent to 
other disorders but in that of their specific 
nature, There is in their etiology at least one 
additional element which may be regarded as 
anie to this period and characteristic for 
nae erage that the danger is felt to be located 
in iis Ši in the id impulses and fantasies but 
individuata existence of the love objects of the 
libani s oedipal and preoedipal past. The 
forward sathenis to them has been carried 
toned da from the infantile phases, merely 

kes aan or inhibited in aim during latency. 
SRONA AN reawakened pregenital urges, or 
are th ae ill—the newly acquired genital ones, 
lectin anpe of making contact with them, 
tasies = Pi and threatening reality to fan- 
fact (Aen had seemed extinct but are, in 
Which erely under repression.? The anxieties 
towarg oe on these grounds are directed 
ward oF the infantile objects, i.e. 
Katan age the tie with them. Anny 
ense Sh 7) has discussed this type of de- 

4 ich aims above all at changing the 
term i a the scene of conflict, under the 
Ceed op Psi Such an attempt may suc- 
Agree With fies J or totally. In any case, I 
decisive nny Katan that its outeome will 
ther, ridges the success or failure of the 
Sures whieh familiar line of defensive mea- 
Cmselves, are directed against the impulses 


number of 
Yth 


Person 


illustrations will serve to 


clari 
f 
e meaning of this assumption. 
An j 

mpor 
awe i bed, clinical instance of this can be 
ne omni girls with anorexia nervosa. 
bilities à da s fantasies of oral impregnation 
pres of moike a tas from the new real possi- 
a Para opened up by genital devel- 
ina quently, th hobic measures 
a a , e phobi 
othe anq pie the intake of food on the one 
may an ara ttication with the mother on the 
7 lea, ve overemphasized to a degree whic 


° Starvation, 
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(1) DEFENSE AGAINST THE INFANTILE OF ICT 


Ties 


Defense by Displacement of Libido There 
aa a eee who deal with the anx- 
fantile Teoh it A ten a op 1 tioin vA 
Instead of permittin aa iapa plas so 

g a process of gradual 
detachment from the parents to take place, 
they withdraw their libido from them sud- 
denly and altogether. This leaves them with a 
passionate longing for partnership which they 
succeed in transferring to the environment 
outside the family. Here they adopt varying 
solutions. Libido may be transferred, more or 
less unchanged in form, to parent substitutes, 
provided that these new figures are diametri- 
cally opposed in every aspect (personal, social, 
cultural) to the original ones. Or the attach- 
ment may be made to so-called “leaders,” 
usually persons in age between the adoles- 
cent’s and the parents’ generation, who repre- 
sent ideals. Equally frequent are the passion- 
ate new ties to contemporaries, either of the 
same or of the opposite sex (i.e., homosexual 
or heterosexual friendships) and the attach- 
ments to adolescent groups (or “gangs’’). 
Whichever of these typical solutions is chosen, 
the result makes the adolescent feel “free,” 
and revel in a new precious sense of indepen- 
dence from the parents who are treated, then, 
with indifference bordering on callousness. 

Although the direction taken by the libido 
in these instances is, in itself, on lines of nor- 
mality, the suddenness of the change, the 
carefully observed contrast in object selection, 
and the overemphasis on the new allegiances 
as defensive. It represents an all too 
nticipation of normal growth rather 
al developmental process. 

It makes little further difference to the emo- 
ation whether the libidinal flight is 
actual flight, i.e., whether the ado- 
lescent also “removes” himself bodily from 
his family. If not, he remains in the home in 
the attitude of a boarder, usually a very rs 
considerate one SO far as fhe dien and younger 
ily bers are concerned. 

ES ies hand, the withdrawal of cath- 
exis from the parents has most Ge aa conse- 

for the rest of the defensive processes. 
e infantile objects are stripped of their 


mark it 
hasty a 
than a norm 


tional situ 
followed by 


quences 
Once th 
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importance, the pregenital and genital im- 
pulses cease to be threatening to the same 
degree. Consequently, guilt and anxiety de- 
crease and the ego becomes more tolerant. 
Formerly repressed sexual and aggressive 
wishes rise to the surface and are acted on, the 
actions being taken outside the family in the 
wider environment. Whether this acting out 
will be on harmless, or idealistic, or dissocial, 
or even criminal lines will depend essentially 
on the new objects to which the adolescent 
has attached himself. Usually the ideals of the 
leader, of the adolescent group, or of the gang, 
are taken over wholeheartedly and without 
criticism. 

Adolescents of this type may be sent for 
treatment after their actions have brought 
them into conflict with their schools, their em- 
ployers, or the law. As far as psychoanalytic 
therapy is concerned, they seem to offer little 
chance for the therapeutic alliance between 
analyst and patient without which the analytic 
technique cannot proceed. Any relationship to 
the analyst and, above all, the transference to 
him would revive the infantile attachments 
which have been discarded; therefore the ado- 
lescent remains unresponsive. Also, the escape 
from these attachments has suspended the 
feeling of internal conflict, at least temporar- 
ily; consequently, the adolescent does not feel 
in need of psychological help. A. Aichhorn had 
these points in mind when he maintained that 
adolescents of the dissocial and criminal type 
needed a long period of preparation and inner 
rearrangement before they could become 
amenable to analytic treatment. He main- 
tained that the latter would be successful only 
if, during this preparation in a residential 
setting, the adolescent made a new transfer- 
ence of object love, reawakened his infantile 
attachments, internalized his conflicts once 
more, in short, became neurotic. 

To try and analyze an adolescent in his phase 
of successful detachment from the past seems 
to be a venture doomed to failure. 

Defense by Reversal of Affect—A second 
typical reaction to the same danger situation 
is, although less conspicuous outwardly, more 
ominous in nature inwardly. 

Instead of displacing libido from the parents 
—or, more likely, after failing to do so—the 
adolescent ego may defend itself by turning 


the emotions felt toward them into their oppo- 
sites. This changes love into hate, dependence 
into revolt, respect and admiration into con- 
tempt and derision. On the basis of such re- 
versal of affect the adolescent imagines himself 
to be “free” but, unluckily for his peace of 
mind and sense of conflict, this conviction does 
not reach further than the conscious surface 
layer of his mind. For all deeper intents and 
purposes he remains as securely tied to the 
parental figures as he has been before; acting 
out remains within the family; and any altera- 
tions achieved by the defense turn out to his 
disadvantage. There are no positive pleasures 
to be derived from the reversed relationships 
only suffering, felt as well as inflicted. There 
is no room for independence of action, or © 
growth; compulsive opposition to the parents 
proves as crippling in this respect as compul- 
sive obedience to them can prove to be.* Since 
anxiety and guilt remain undiminished, ala 
stant reinforcement of defense is necessary: 
This is provided in the first place by two meth- 
ods: denial (of positive feeling) and reaction 
formations (churlish, unsympathetic, - gon 
temptuous attitudes). The behavioral picture 
that emerges at this stage is that of an unco- 
operative and hostile adolescent. nis 

Further pathological developments of t 
state of affairs are worth watching. The m 
tility and aggressiveness, which serve as 4 4° 
fense against object love in the beginning: 
soon become intolerable to the ego, are gee 
threats, and are warded off in their own rig i 
This may happen by means of projection; ™ 
that case the aggression is ascribed to the pa 
ents who, consequently, become the adolescent; 
main oppressors and persecutors. In the clir j 
cal picture this appears first as the adoleseer 
suspiciousness and, when the projections 
crease, as paranoid behavior. jon 

Conversely, the full hostility and aggres® ana 
may be turned away from the objects and sese 
ployed inwardly against the self. In as 
cases, the adolescents display intense dep B 
sion, tendencies of self-abasement and #0 
injury, and develop, or even carry out, suic? 
wishes. 

During all stages of this process, 


personal 
e 
suffering is great and the desire to be helP 


f “com 
°S. Ferenczi has pointed to this effect © 
pulsive disobedience” many years ago. 
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intense. This, in itself, is no guarantee that 
the adolescent in question will submit to an- 
alytic therapy. He will certainly not do so if 
treatment is urged and initiated by the par- 
ents. Whenever this happens, he will consider 
analysis as their tool, extend his hostility or 
his suspicions to include the person of the 
analyst, and refuse cooperation. The chances 
are better if the adolescent himself decides to 
seek help and turns to analysis, as it were, in 
opposition to the parents’ wishes. Even so, the 
alliance with the analyst may not be of long 
duration. As soon as a true transference de- 
velops and the positive infantile fantasies 
come into consciousness, the same reversal of 
hes tends to be repeated in the analytic set- 
fed Rather than relive the whole turmoil of 
ings with the analyst, many adolescent 
wa run away. They escape from their 
Sal vE feelings, although it appears to the 
Simt that they break off treatment in an 
elmingly strong negative transference. 
a ee by Withdrawal of Libido to the 
ing -—To proceed in the direction of increas- 
Pathology : 
tama of libido from the parents, as it 
dseg PRA described above, does not, in itself, 
ties as pes its further use, or fate. If anxie- 
a es inhibitions block the way toward new 
within A eel the family, the libido remains 
catheet i self. There, it may be employed to 
i Ginny and superego, thereby inflating 
dete A phan this means that ideas of gran- 
over oth Appear, fantasies of unlimited power 
ment A human beings, or of major achieve- 
r the d championship in one or more fields. 
adoleses suffering and persecuted ego of the 
Scent may assume Christ-like proportions 


With cor : ) 
Worlg  7esPonding fantasies of saving the 


atanp other hand, the cathexis may become 
rise ee. the adolescent’s body only and give 
and feelin to the hypochondriacal sensations 
Nowy prey of body changes that are well 
chotie jp ically from initial stages of psy- 
ness, 
3 var ier case analytic therapy is indicated 
Dpeara s Zent. Treatment will dispel the 
a bath f os of severe abnormality if it reopens 
and ye or the libido, either to flow backwards 
to “athect the original infantile objects, or 


forward, in the direction described 


above, to cathect less frightening substitutes 
in the environment. 

What taxes the analyst’s technical skill in 
these cases is the withdrawn state of the pa- 
tient, i.e., the problem of establishing an initial 
relationship and transference. Once this is 
accomplished, the return from narcissistic 
withdrawal to object cathexis will relieve the 
patient, at least temporarily. 

I believe, there are many cases where the 
analyst would be wise to be content with this 
partial success without urging further treat- 
ment. A further, and deeper, involvement in 
the transference may well arouse all the anx- 
ieties described above and, again, lead to 
abrupt termination of the analysis due to the 
adolescent’s flight reaction. 

Defense by Regression —The greater the 
anxiety aroused by the object ties, the more 
elementary and primitive is the defense activ- 
ity employed by the adolescent ego to escape 
them. Thus, at the extreme height of anxiety, 
the relations with the object world may be re- 
duced to the emotional state known as “pri- 
mary identification” with the objects. This 
solution with which we are familiar from psy- 
chotic illnesses implies regressive changes in 
all parts of the personality, i.e., in the ego or- 
ganization as well as in the libido. The ego 
boundaries * are widened to embrace parts of 
the object together with the self. This creates 
in the adolescent surprising changes of quali- 
ties, attitudes and even outward appearance. 
His allegiance to persons outside himself be- 
trays itself in these alterations of his own 
personality (i.e. his identifications) rather 
than in an outflow of libido. Projections, to- 
gether with these identifications, dominate the 
scene and create a give-and-take between the 
self and object which has repercussions on im- 
portant ego functions. For example, the dis- 
tinction between the external and internal 
world (i.e., reality testing) becomes temporar- 
ily negligible, a lapse in ego functioning which 
manifests itself in the clinical picture as a 
state of confusion. , 

Regression of this kind may bring transitory 
relief to the ego by emptying the oedipal (and 


many of the preoedipal) fantasies of their libi- 


3 See P. Federn (1952) and, following him T. 
Freeman et al. (1958). 
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dinal cathexis.t But this lessening of anxiety 
will not be long-lived. Another and deeper anx- 
iety will soon take its place which I have char- 
acterized on a former occasion (1951) as the 
fear of emotional surrender, with the accom- 
panying fear of loss of identity. 


(II) DEFENSE AGAINST IMPULSES 


Where the defenses against the oedipal and 
preoedipal object ties fail to achieve their aim, 
clinical pictures emerge which come nearest to 
the borderline toward psychotic illness. 

The “ascetic” adolescent—One of these, the 
“ascetic” adolescent, I have described before as 
fighting all his impulses, preoedipal and oedi- 
pal, sexual and aggressive, extending the de- 
fense even to the fulfillment of the physiologi- 
cal needs for food, sleep, and body comfort. 
This, to me, seems the characteristic reaction 
of an ego, driven by the blind fear of over- 
whelming id quantities, an anxiety which 
leaves no room for the finer distinctions be- 
tween vital or merely pleasant satisfactions, 
the healthy or the morbid, the morally permit- 
ted or forbidden pleasures. Total war is waged 
against the pursuit of pleasure as such. Ac- 
cordingly, most of the normal processes of 
instinct and need satisfaction are interfered 
with and become paralyzed. According to clini- 
cal observation, adolescent asceticism is, with 
luck, a transitory phenomenon. For the analy- 
tic observer it provides precious proof of the 
power of defense, i.e., of the extent to which 
the normal, healthy drive derivatives are open 
to crippling interference by the ego. 

On the whole, analytic treatment of the 
ascetic type does not present as many technical 
difficulties as one would expect. Perhaps, in 
these individuals, defense against the im- 
pulses is so massive, that they can permit 
themselves some object relationship to the an- 
alyst and, thus, enter into transference, 

The “Uneompromising” Adolescent.—An- 
other, equally abnormal adolescent, is de- 
seri bes é „the s mpromising”. type. 

5 mine tetet TC TEE 
ch ERE HARA COREAN, spndenting 
position adopted by thany young people who 
stand up for theif ideas, teftise to make con 
more practical and teality 


cessions to the 


+See in this connection M., Katan (1950). 


adapted attitudes of their elders, and take 
pride in their moral or aesthetic principles. 
“Compromise,” with these adolescents, includes 
processes which are as essential for life as, for 
example, the cooperation between impulses, 
the blending of opposite strivings, the mitaga- 
tion of id strivings by interference from the 
side of the ego. One adolescent whom I ob- 
served in analysis did his utmost, in pursuit of 
this impossible aim, to prevent any interfer- 
ence of his mind with his body, of his activity 
with his passivity, his loves with his hates, his 
realities with his fantasies, the external de- 
mands with his internal ones, in short, of his 
ego with his id. 

In treatment this defense was represented 
as a strong resistance against any “cure,” the 
idea of which he despised in spite of intense 
suffering. He understood correctly that mental 
health is based in the last resort on harmony: 
i.e., on the very compromise formations which 
he was trying to avoid. 


THE CONCEPT OF NORMALITY 
IN ADOLESCENCE 


Where adolescence is concerned, it seems 
easier to describe its pathological manifesta 
tions than the normal processes. Nevertheless 
there are in the above exposition at least i 
pronouncements which may prove useful po 
the concept: (1) that adolescence is by i 
nature an interruption of peaceful er 
and (2) that the upholding of a steady equill : 
rium during the adolescent process is 10 pa 
self abnormal. Once we accept for adolescent | 
disharmony within the psychic structure 
our basic fact, understanding becomes a 
We begin to see the upsetting battles which r " 
raging between id and ego as beneficient * a 
tempts to restore peace and harmony. | her 
defensive methods which are employed eit} c 
against the impulses, or against the op 
cathexis, begin to appear legitimate and this 
mal. If they produce pathological results, ", 
hap] not because of any 

iio Rat itini iis 
“SEED OF Mad in igoletiol: APN Y ape 

each of the abnormal) types of aioescont ds 
velopment, as it is deseribed above, reprès ie 
also a potentially useful way of regal H 


mental stability, normal if eombined 
othar defenses, aid if used in thoderation. 
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To explain this last statement in greater 
detail: I take it that it is normal for an ado- 
lescent to behave for a considerable length of 
time in an inconsistent and unpredictable man- 
ner; to fight his impulses and to accept them; 
to ward them off successfully and to be overrun 
by them; to love his parents and to hate them; 
to revolt against them and to be dependent on 
them; to be deeply ashamed to acknowledge his 
mother before others and, unexpectedly, to 
desire heart-to-heart talks with her; to thrive 
on imitation of and identification with others 
While Searching unceasingly for his own iden- 
tity; to be more idealistic, artistic, generous, 
and unselfish than he will ever be again, but 
also the opposite: self-centered, egoistic, cal- 
culating. Such fluctuations between extreme 
OPposites would be deemed highly abnormal at 
any other time of life. At this time they may 
Stgnify no more than that an adult structure 
is Personality takes a long time to emerge, 

at the ego of the individual in question does 
= Cease to experiment and is in no hurry to 
ee on possibilities. If the temporary 
äre — Seem abnormal to the onlooker, they 

eSS so, nevertheless, than the hasty deci- 


11. 


sions made in other cases for one-sided sup- 
pression, or revolt, or flight, or withdrawal, or 
regression, or asceticism, which are responsi- 
ble for the truly pathological developments 
described above. 

While an adolescent remains inconsistent 
and unpredictable in his behavior, he may 
suffer, but he does not seem to me to be in 
need of treatment. I think that he should be 
given time and scope to work out his own 
solution. Rather, it may be his parents who 
need help and guidance so as to be able to 
bear with him. There are few situations in 
life which are more difficult to cope with than 
an adolescent son or daughter during the 
attempt to liberate themselves. 


SUMMARY 


In the foregoing paper the author has re- 
viewed and summarized some of the basic 
literature on adolescence, as well as her own 
views on the subject. Her former description 
of the defensive processes in adolescence has 
been amplified to include specific defense ac- 
tivities directed against the oedipal and pre- 


oedipal object ties. 


THE COMPETITION FOR ADOLESCENT ENERGIES * 


JAMES S. COLEMAN 


hen a child is a small child, he must learn 
e is to stay alive. His energies must be 
y concentrated toward understanding 
Wh rla in which he lives, toward becoming 


EN ESN 

À are not, the activinse W 
“M sa have little to do with learrine: 
young son Fecently, ittensely soht- 
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centrating on cutting a paper in the shape of 
a circle. He must do that, and he would do 
it, trying until he someday pulled himself to 
an “adult” level of competence. In the mean- 
time his father, who could already cut a circle 

bly well, sat, newspaper in hand, mind 


reasona 

Sangerin sype pean jehenzios dissipated 
2 onlay Gf VEN dhe Sonne nent 
nacine to Kaht hig way out Of the ignorance 
cod fnoompalance Of childhood, has hia sner 
jd timonnpslOne 0 fight The tether, Raving 
won that battle, can veta Kis energies: 

somewhere in batween 18 the adolescent 


94 EDUCATIONAL PSYCHOLOGY 


old enough to make his way in the physical 
world, yet too young to manage the complexi- 
ties of modern industrial society. He can 
handle himself in the society of his peers, 
and, to be sure, in the company of adults as 
well. A boy can hold a job if he likes, he 
can own and drive a car; a girl suddenly finds 
herself able to hold her own in the world of 
womanly competition—in the same league with 
adult women, if she so chooses. And adoles- 
cents today have more of the equipment of 
adult life than ever before. Cars are the most 
important, but there are other things. Ado- 
lescents have become an important market not 
only for popular music (where they have al- 
ways constituted the major part of the audi- 
ence), but also for movies, which have turned 
more and more to adolescents, since television 
diverted the mass adult audience. Similarly 
for many other commodities, particularly 
clothes and sporting goods, adolescents now 
constitute a very important market with their 
own considerable buying power. For several 
years they have even had their own special 
market researcher, discovering their tastes 
and locating their weaknesses for wide-awake 
entrepreneurs. 

In short, the adolescent no longer faces the 
barriers of illiteracy, inarticulateness, and 
inability to comprehend which focused his 
energies and forced him to learn as a child. 
These fundamental hurdles overcome, his 
energies may spread themselves in the diverse 
directions toward which our affluent society 
pulls. For the first time, “learning” has seri- 
ous competitors for his attention and energy. 
The primacy of the school can no longer be 
taken for granted, and formal education must 
take its place alongside the other activities 
which compete for an adolescent's energy. If 
formal education can successfully compete with 
these other matters, well and good, but com- 
pete it must, for learning no longer has the 
unquestioned primacy it once had when the 
child was unable to cut a paper into the shape 
of a circle. 

Not so very long ago in our society, and even 
yet in most other societies, the natural hurdles 
offered by the child’s environment were quickly 
followed by others just as natural. Children 
were thrust into a man’s world when they had 
reached a man’s size: they quickly went into 


an occupation, whether on the farm, or in 
their father’s shop, or as a houseservant, or 
into academic training for a specific occupation 
such as law, medicine, ministry, or teaching. 
In every case, the occupation offered its specific 
and very visible hurdles, whether physical or 
mental, hurdles which continued to focus ener- 
gies until some security was gained. 


THE LIMBO WE CALL ADOLESCENCE 


These immediate hurdles leading to a spe- 
cific occupation which once existed for a boy 
or girl of fourteen or fifteen are no longer in 
evidence. The requirements of industrial s0- 
ciety have greatly extended the period of gen- 
eral education, and have created a state of 
limbo which we know as adolescence. THE 
adolescent is no longer child, not yet adult; 
he is uncommitted to any specific occupation 
with its specific hurdles, yet he is “committed 
to an institution which is devoted to educating 
him. That institution, of course, is the high 
school. , t 

If that institution is to succeed, it mus 
manage to capture the energies and mare 
of the inmates who are committed to it. 
must compete “in the open market,’ so to 
speak, for the energies which are no longe! 
focused on learning by the natural hurdles pe 
the environment. It has some advantages ovet 
other competing activities, for it has physica 
control over adolescents for a large portio! 
of each day, and it has a stamp of inpro 
in the form of a diploma and records for = 
lege admission, which it can give or withhol 4 

These are important weapons in the compe 
tition for adolescent energy, and they are use 
implicitly or explicitly by every high ong 
and by every teacher. But these weapons et 
of a coercive sort, reminding one of the dictu fs 
“You can lead a horse to water, but you a7 
make him drink.” The horse is under do- 
external control of the master, and the ook 
lescent under the external control of the a ink 
but the horse and the adolescent will geil 
at their respective fountains only if they ats 
to do so—disdaining the master’s or adt 
Plea that it is in their own interest. 


iohlY 
That such external control is not hig? 


effective is obvious to any observer a out 
society. The casual observer of modern nese 


culture” might easily wonder whether 
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Weapons are at all effective in the competition 
for adolescent energy. Adolescents’ lives are 
filled with many things, their energies flow in 
many directions, and much as adults might 
Wish that the flow toward learning be great, 
the hard facts of the case suggest otherwise. 

I have just finished a detailed study of ten 
high schools—city, suburban, and small town; 
upper class, middle class, and working class— 
and some of the results of the research are 
relevant here, to answer the question: “What, 
in fact, are adolescents interested in? What 
Captures their collective and individual atten- 
tion and directs their energy?” 

_The Schools I have studied are extremely 
diverse, The smallest has an enrollment of 100, 
the largest 2,000. The poorest is a parochial 
School in big city slums, with a dark, dingy, 
and tiny building. The richest is in a very 
Well-to-do suburb, with a new building in a 
Country club atmosphere. In the former, only 
. Per cent of the fathers have finished college; 
1n the latter, 40 per cent have finished college. 
^n two schools, farmers are the largest occupa- 
tional group; one school in a new suburb con- 
tains almost nothing but blue-collar workers’ 
children, and in the well-to-do suburban school, 
managers and owners of large businesses are 

© largest occupational group, closely followed 

Y Professionals. 


IMPORTANCE OF ATHLETICS, 
RIGHT» CROWD 
were selected for 


These schools, in short, v 
ia very diversity. Yet most striking to the 
Schon adult observer are the similarities se 
Sin to school in the directions — 
Se reies flow. In the questionnaire, we aske 

veral questions which show this well. Each 
to ma asked to rank several items nocendi 
Upton > Importance in making a boy “looked- 
n Oor important in the eyes of other boys: 
bi “very School—small town, suburban, or 
Up wat Working class, middle class, ani 
Wh lass—being an athlete ranked menes 
(getti, mPared with numerous other things 
mE good grades, being an activities 
being laving a car, ete.). And in every cee 
hish £ in the leading crowd” ranked secon 
rankos Girls, asked a similar question, 

ed being in i ighest by 
“ng in the leading crowd highest | 
every school, surpassing activities 


leader 


far 


leadership, good clothes, good grades, and 
other goals. 

Anyone who has had any contact with high 
schools is well aware of this powerful element 
in the social system of the school. Schools 
larger than the ones I have studied (that is, 
larger than about 2,000) may be able to sup- 
port more than one leading crowd, just as large 
adult communities are able to support more 
than one social elite. However, in schools of 
the size I studied there is one leading crowd, 
and it exerts a powerful force in focusing the 
energies of adolescents. Its activities and in- 
terests constitute the norm of the adolescent 
society, toward which others strive. Though 
some students reject the leading crowd, most 
do not, but strive to be part of it. If they 
cannot, then the psychological consequences 
are far from trivial: they more often say they 
would like to trade and be someone different 
from themselves when they are asked such a 
question; their self-confidence is undercut in 
various other ways, and they spend consider- 
ably more time watching television and listen- 
ing to records than do the others (a fact which 
strongly reinforces the oft-suggested theory 
that television is used as an escape from a 
disturbing situation). 


ENERGY GOES IN JOCKEYING 
FOR STATUS 


Thus a great amount of the energy of ado- 
lescents goes toward purely social matters, 
toward a continuous jockeying for status in 
the adolescent society or in some sub-section 
of it; or, in cases where this status is not 
forthcoming, to a more rewarding fantasy life 
such as television and popular music provide. 

Now we as adults may bemoan this fact, 
this continual struggle for status and recog- 
nition, and the powerful hold of “the group” 
among adolescents. But in this, adolescent 
societies are not different from adult societies, 
where status is equally important, and the 
struggle for status, recognition, and respect 
is reat. 

2 sete ip ft to say that high schools are in- 
variant in the importance of “the crowd”: 
some high schools constitute societies more 
nearly than do others. In city schools which 
are not built around distinct geographic com- 
munities, “the group” and the “leading crowq” 
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are less powerful than in suburbs and in small 
towns. The leading crowd was of most im- 
portance, and social acceptance of highest 
importance, in the well-to-do suburban school. 
For example, all students in the ten schools 
studied were asked to rank several items 
according to importance “among the things 
you strive for during your high school days.” 
One item was “learning as much as possible 
in school,” another was “being accepted and 
liked by other students.” The way these two 
items were ranked gives some indication of 
the relative importance “learning” and “social” 
matters have among these teen-agers. On the 
average, these two items were ranked about 
the same; but in the well-to-do suburban school 
which encompassed the greatest part of an 
adolescents’ life (the school where 40 per cent 
of the fathers completed college, and where 75 
per cent of the students were planning to go 
to college), social acceptance ranked consider- 
ably higher than did learning. In fact, social 
acceptance was accorded more importance rela- 
tive to that of “learning as much as possible” 
in this school than in any of the other nine 
schools. 

This was true despite the educated parents 
of these children, despite the excellent school 
facilities, despite the fact that their teachers 
were far better trained and could offer far 
more challenge than those in other schools, 
despite the fact that they were preparing for 
college, and despite the fact that their actual 
preparation was undoubtedly the best of all 
these schools. (This school is no peculiar 
deviant; it is on several current lists of “best” 
schools in the country, lists based not upon 
the interest in learning which these schools 
generate in their students but on physical 
facilities, curriculum, and teacher salaries.) 

It is interesting to note that in this school, 
as in most of the others, the importance of 
social acceptance rises over the four years 
from freshman to senior, while the importance 
of learning drops; and in this school these 
shifts were more marked than in any other. 


PARENTS MAKE SCHOOL 
A SOCIAL COSMOS 


There are several reasons for the great im- 
portance attached to social matters, but one is 
quite clear: in this school, as in many other 


well-to-do suburban schools, the parents have 
expanded the functions of the school to en- 
compass the total social life of the students: 
dancing classes before and after school, par- 
ties, extracurricular activities, and various 
diversions to keep them busy, off the street, 
and out of their parents’ lives. In other words, 
the parents have created of the school a true 
social system (so that two of the outstanding 
items in the school newspaper are the gossip 
column and the social events column, which 
reports on recent houseparties). This has 
the desired effect of pulling a greater and 
greater part of the adolescents’ energies and 
interests into the school, but it does so in such 
a way that the “school” toward which the 
adolescents’ energies are directed is hardly 
recognizable to the adult whose conception of 
school is a more traditional one. 

This is not to say, of course, that classes 
do not go on as usual (and under far better 
instructional techniques and far better trained 
teachers than in schools of some years ago, 
or than in more traditional schools today) ; 
it is to say, rather, that the classroom activi- 
ties are embedded within a powerful culture 
whose interests are diverse. The sweater 4 
girl wears to class takes on great significance, 
overshadowing the significance of the algebra 
lesson to be learned; apparently casual con- 
versations become loaded with the significance 
of getting into a certain clique; a boy’s Y°- 
sponse to a teacher is fashioned with regar 
for the impression it makes upon other boys 
in his group; between-class conversation ce? 
ters around recent social events. a 

The strategy, then, of this community 4” 
many other modern upper middle class suburbs 
in making “adolescent social centers” of the? 
schools has somewhat unanticipated cons® 
quences: though it captures energies with!” 
the school, it does so by changing the schoo 
into a very different institution. t 

It is important not to misunderstand pe 
I am saying. It has nothing to do with me 
“life-adjustment” vs. “academic emphasis | 
controversy. This often-forced dichotomy | 
a false one, for it forgets that most of ue 
teen-ager’s energy is not directed uae 
either of these goals. Instead, the relev® 
dichotomy is on the one hand an interest i 
cars and cashmere sweaters, backbiting a 
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Social exclusion, cliques and crowds, versus 
learning on the other hand, whether of the 
academic or life-adjustment variety. 

But, one might argue, these highly social 
activities are themselves preparation for life, 
adjustment to life. I would certainly agree 
that boys and girls learn more about the hard 
realities of social life through their cliques 
and crowds than through their social studies 
Courses. A girl comes to learn that discrimina- 
tion is bad, not through the moral preachments 
of her social studies classes, but in “learning 
by living” when she is excluded from the 
group she aspires to. Another girl, on the 
Other end of the excluding process, also learns 
by living; but she learns that discrimination 
does a pretty good job of enhancing the status 
of her clique. 

That such training for life is effective no 
One will dispute. What is questionable, how- 
‘ver, is whether it is adjustment to a civilized 
Society or to a society of the jungle, where 
the war of all against all rages at its fiercest. 


A SOLUTION THAT IS NO SOLUTION 


oe Suggesting, then, that one solution, one 
Way in which adolescent’s energies are incor- 
Porated within the school, is not a solution 
T all. Every evidence from my research 
cUggests, in fact, that it diverts energies even 
ae a away from learning than they usually 
ener How, then, is learning to capture ai 
a Eles of teen-agers, to effectively compete 
Sinat the other activities which struggle for 

adolescent's attention? If it cannot do so 
is ree Porating those outside activities, what 

e alternative? 


8 
OME ALTERNATIVE SOLUTIONS 


ee alternative is exemplified by the pi 
Was ce school in the city, a school w. ie 
Physi ripped down and barren in both F 
Social a aspect and its extracurricular m 
know activities, Many of the boys did oe 
drew ai other outside school, for the ane 
Schoo, vs from many neighborhoods. In this 
hardly [P Social system of adolescents was 
abseng Admitted into the school—partly by the 
Se of girls, partly by the absence of com- 


munity or neighborhood, partly by the lack of 
extracurricular activities. 

As a consequence, these boys were at the 
opposite extreme from the well-to-do suburban 
school in the relative importance they gave to 
“learning as much as possible in school” and 
“being accepted and liked by other students.” 
The rank of social acceptance, relative to that 
of learning, was lowest of all in this school. 
There was, in short, far less infiltration of 
social relations into the classroom here. The 
jungle of dating activities and of social 
maneuver was excluded by the very barrenness 
of the school program. As a consequence, 
prestige among the boys in school depended 
almost solely upon two things: athletic 
achievement and scholastic achievement. The 
athletes and the scholars were admired and 
envied here, the athletes somewhat more than 
the scholars. It was evident in numerous ways 
that the energies of the parochial school boys 
were more nearly directed toward learning, 
less infused with extraneous matters. 

Is this, then, the answer—that learning can 
best compete for an adolescent’s energies by 
shedding itself of external allures (the oppo- 
site sex, extra-curricular activities, clubs, and 
the like) ? It would seem so but for one slight 
omission in the above description of the paro- 
chial boys’ school: The total energies which 
these boys brought to school were far less 
than in the other nine schools. Of those ener- 
gies which the school captured, a great many 
were directed toward learning, but the sum 
total of these energies was not high. For many 
of these boys lived their real lives, and had 
their greatest interests, outside the school. 
After-school jobs—or more frequently, street 
corner gangs—constituted some considerable 
part of their interests. 

These, then, appear to be the two horns of 
the dilemma: to incorporate adolescent social 
life into the school and see it pervade every 
corner of scholastic activity, or to keep it 
outside and see the adolescent energies stay 

tside as well. The first alternative is the 
in a one, taken on by more and more 

hools, as parents force the schools into tak- 
ce hein adolescents off their hands. The sec- 


ing t ditional one, the one which 


ond is the more tra 
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kept schools to a single pure function, that of 
teaching and learning. 


A FAMILIAR DILEMMA TO 
THE SOCIOLOGIST 


To a sociologist, this dilemma is similar to 
problems faced by many other institutions. 
To cite just one example, the TVA found itself 
with these alternatives: to keep its goals 
intact but face possible destruction at the 
hands of vested local interests, or to gain the 
support of these powerful farmers and give 
up one of its goals, the goal of developing 
conservation areas surrounding its lakes. It 
chose the latter course. 

But is this the best an institution can do 
to choose one of. the. two, evils facing it? I 
ihe bios, hee. men nimbal ni mnia in 
ihe contrary. One such hint coites rom seme 
paeulios è tA FAY Fasdaeoh 
tha wiele in the welltodo suburban school 
By all evidences, these girls (and the boys 
as well) are more socially mature than those 
Their parents 
have given them dancing lessons, have taught 
them manners, have often treated them as 
equals. In other ways they have been brought 
to a level of social assurance and independence 
greater than that of students in other schools. 
It is a surprise, then, to find that among these 
girls the brilliant student’s popularity with 
boys, relative to that of the girl who is an 
activities leader, is lowest of all the schools. 
Consistent with this, girls in this school shy 
away from the label of “brilliant student” and 
are drawn to the label of activities leader more 
often than those in any other school. Why? 
The reason seems in part to be this: These 


sonseenings 


in any of the other schools. 


‘Speaking conjecturally, I suppose that the 
traditional, single-sex, single-function barren 
schools are better for the bright, college-bound 
boy or girl whose energies are already directed to- 
ward learning; the modern, luxurious, multi-func- 
tion school most typified by Scarsdale in New 


more of their energies captured for learning in the 
enticing suburban school. 


adolescents are no longer children, and the girl 
who is admired and sought after by boys is 
the active girl, not the girl who is still con- 
forming to adult standards by her concern 
with studies and good grades. 

That is, “good grades” and concentration 
upon studies are seen by the adolescent com- 
munity, and rightly so, as acquiescence and 
conformity to adult constraints. By contrast, 
social affairs, extracurricular activities, and 
athletics are activities of their “own,” activi- 
ties in which adolescents can carry out positive 
actions on their own, in contrast to school 
work, where they carry out “assignments” 
from teachers. Such assignments are galling 
to any eommunity which feels itself at all 
autonomous. It às no wonder that the at- 


Tippi $ EDY PTEE e Asib $ 
SEA iin ik niin EBRIAN 18 
and school “assignments, are Het 
MSF populat with papa 

[t ttoodn’t be this way, of course, for A0" 
demic achievement is inherently no more 
passiye than is any extracurricular activity: 
It is only that academic matters in school are 
still largely presented to adolescents as some: 
thing to be received, as prescribed “exercises, 
as “assignments”; that is, they are matters 
which require more receptivity than positive 
action. 

The first hint, then, is this: Adolescent 
energy is not going to be successfully won for 
learning by keeping the learner in a passive 
role, one in which “grades” dispensed by the 
teachers (like gold stars to kindergarteners) 
are the only mark of achievement. The energy 
needs somewhere to go, some goals to be won, 
Many extracurricular activities have SUC 
goals, goals which involve active effort, Some 
times creative effort: dramatic presentations, 
music concerts, putting together a newspaP® 
or a yearbook, and (as the best example 
winning an athletic game. a 

Athletics provides, in fact, a second hints 
for athletics has a peculiar role in most high 
schools, For boys if far outdistanees any othe” 
Schaal activitias in tha onorgw it captures. F i 
REIRE aont expended, fue high aehont AE 
letes ís phenomenal. It subjects boys to a rigt? 
aissipline, yet captures nearly all the mere 
not only of school-oriented boys but also 
those for whom the pull of cars and gangs 
strong. How and why does it do this? 


y ie 


parenial 


is 


fo 
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even a casual observer the answer is straight- 
forward, and research only reinforces it: Peo- 
ple are willing to work very hard when they’re 
sufficiently rewarded. An athlete who helps 
win a game is a star and a hero. He is re- 
warded by his fellows, and by the adult com- 
munity as well. He receives the kind of per- 
sonal rewards—the prestige, attention, and 
Popularity—for which adults strive in their 
own ways. No other achievement in school 
gives a boy the same amount of immediate 
recognition and respect from others. If we 
wonder why boys work so hard at athletics, 
ee wonder why men work so hard at 

ming successful businessmen, for the suc- 
Yang athlete Bains as many of the rewards 
hat accrue y NAN as the suecessful 


D wt BUNE E (Nk GRR COE ARR 
WHY DO WE REWARD WHE ATHLETE? 


Sie this does not explain why the adolescent 
monte yan, to be sure, the adult com- 
the sige a Well—gives such extra rewards to 
iain a, lifts him on their shoulders, 
Popul Sy or in fact, and makes of him a 
iii hero. Why is the student who achieves 
an A Not acclaimed in the same way, rather 
ea eing seen as a grind or a bookworm? 

answer is that once in awhile he does 


ecej ó 
eien such acclaim, but only under special 
mstances: When the star student achieves 


Somethj 
athlon ne for the school, as does the star 
© in winning his game, he too becomes 


a 
Sieg hero. A star debater who wins his 
Who ine a National Merit Scholarship winner 
Bain atten ation to the school, such boys 
e ea and prestige in their school as 
Simp). VATY scholar does not. The reason 1S 
Solely for hese boys’ achievements are not 
the se Or themselves; they are winning for 
Fos as well, just as is the star athlete. 
hig rast, the boy or girl who simply gets 
hors ia ees 18 achieving for hisnnal? seal 
i eitr etitiog only pith bis classmate, 
£ nant Mo oth to give his elastiki 
persoing piao NMunal pride; they only it 
Ag Wong ss ta work harder, (0 keep 4P: 14” 
4 “Stings he’s often seen by his fellows = 
"SE he aa a “eurys-rajser,” whose efforts 

Thus th Mled rather than encouraged. 
© Peculiar fact emerges that the very 


structure of education acts to hold down the 
adolescent’s expenditure of energy toward 
learning. To be sure, he receives encourage- 
ment from teachers and sometimes from par- 
ents, and his efforts are sharpened by the 
classroom competition—but that very compe- 
tition sets in motion the forces which hold 
down efforts, forces which “restrict produc- 
tion,” so that no one will have to work too hard. 
In contrast, these same institutions—that is, 
high schools—have found a marvelous device 
to capture energy, not for learning but for 
athletics. The device is interscholastic games, 
which give an athlete a chance to achieve not 
only for himself, but for his team and school 
and community—and receive his just rewards 
The struggling student, who's often 
EF na m sheet ferh kiiiohze aca aanacaa te 
AWW pihe dieti beenuse mo goms nie 
selish ana individual, is deprived vi 
auch a not bò the hatara af inballes 
dual actlelle, but hy the way this activity 14 
structured in the schools, 

There exist intellectual games of numerous 
sorts, and others could easily be invented. 
Games of strategy can have any content im- 
posed upon them, from mathematics to foot- 
ball. An excellent example is provided by a 
recent development in executive training. It’s 
called “management games,” and involves 
several teams representing firms competing in 
a market. An electronic computer serves as 
the market and responds to the decisions made 
by each firm. Those firms whose economic 
knowledge is not sharp slowly lose their share 
of the market as their competitors’ strategies 
and knowledge overcome them. 

One result is already clear from these 
They create an intense involvement 
lly staid businessmen, and keep 
urs, plotting charts and cal- 
culating the market. The game itself, plus the 
encouragement one receives from teammates, 
creates such involvement and captures the 

nergies which ordinarily lie dormant as the 
jaiet iaa vawn through training films and 
ener 2 yazs-pissal aids 
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games: 
among usually 
them up till all ho 
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The point, then. is t 

be successfully 


] activities can 


his: Adolescent energies 
captured for learning, 
aP come to captivate 
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their interest, if they are allowed to do so. 
If a good student is given a chance to achieve 
for his school and receive the rewards atten- 
dant upon doing so, more adolescents will be 
interested in becoming good students. If inter- 
scholastic games were not only athletic games 
but contained the contents of mathematics and 
English and sewing and bricklaying, the dis- 
tribution of adolescent energies would be very 
different than it now is. If schools in a city 
or county competed in a “scholastic fair,” with 
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teams, exhibits, and tournaments, the impact 
on adolescents’ distribution of energies would 
be impressive. The solution is not simple in its 
execution, for it consists of something more 
than a new course in the curriculum, or graded 
classes, or sifting out the “gifted children.” 
Yet if it is carried out, and carried out well, 
it could pull adolescent energies into those 
directions of learning, of creativity, and of 
intellectual excitement for its own sake toward 
which a democratic society aims. 


12. SELF DEFINITION AND CONFLICT * 


E, Z. FRIEDENBERG 


One of the most precise clues to what is 
actually going on psychologically in a culture 
is its use of language. People only bother to 
name those aspects of their experience that 
mean something to them. Those who share 
the language, therefore, share to some extent 
a common situation and a common concern. 

If a people have no word for something, 
either it does not matter to them or it matters 
too much to talk about. If they do have a 
word for something, it is worth asking why 
they have included in their concept just what 
they have, and not other aspects which might, 
from a slightly different point of view, easily 
have been included. And if they cannot use 
the words they have without becoming arch, 
coy, or diffuse—if they cannot discuss a sub- 
ject of apparent importance to them with vigor 
and precision—they are clearly in some kind 
of trouble about it. When experience is de- 
formed by conflict or anxiety, language no 
longer quite fits. The personal needs of those 
who are trying to discuss a problem come 
between their experience and their common 
symbols, and they find it difficult to speak 
about it normally. 


* Reprinted by permission of the Beacon Press, 
copyright © 1959, 1964 by Edgar Z. Friedenberg. 


Adolescence is one of the topics which J 
subject to all these difficulties and which y 
correspondingly difficult to discuss intelligibly 
in English. Despite our exaggerated concern 
for and almost prurient interest in the NEOR 
ager,” we have no neutral term for persons 
between the ages of, say, fourteen and twenty- 
one. “Adolescent” has overtones at once pedan- 
tic and erotic, suggestive of primitive fertility 
rites and of the orgies of classical antiquity: 
“Young person” meets the requirements i 
British jurisprudence in referring precisely 
to a portion of this age range, but is too p00" 
in connotations to be a useful phrase ao 
ordinary speech. “Teen-ager” remains a 
choice for popular usage. It is patronizing 
and sounds rather uneasy and embarrasset i 
but these qualities may add to its appeal, m 
many of us do indeed respond to adolescen® 
with forced joviality. PERE 

There is no English noun which simP 5 
identifies precisely persons between the ae 
of fourteen and twenty-one, leaving the reade? 
free to feel what he pleases about them. 
is odd. We have neutral nouns for persons 47" 
things that arouse feeling in nearly everyor?" 
child, adult, hangman, cancer, mother, pa 
tress, senator. These are exact; they sane’ 
what they mean. They can be dissociated f¥° 
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their connotations if the context demands it. 
“Teen-ager” cannot be. What does one call an 
eighteen-year-old girl if one wishes to note 
that she has triumphed as Joan of Arc or 
Anne Frank, or written another successful 
novel? What does one call an eighteen-year- 
old boy in reporting that he has been killed in 
a training maneuver at boot camp? Such 
things do not happen to “teen-agers,” absorbed 
as they are in delinquency and in endless tele- 
Phone discussions of rock and roll. 

Yet, if we have no convenient language for 
discussing adolescence we seem equally unable 
W dismiss it. And this too is rather odd. 
paint fè there about these eight or so years 
puber Eers so in the psyche? Granted that 

erty is a notable event, that the onset of 
R maturity and the bodily changes which 
ensue are dramatic, and that no language 
ar plies its word for “child” to persons beyond 
ma teens. Nothing so conspicuous de- 
yet a i the adolescent from the young adult; 
to fe y ts who are no longer young are likely 
of a much more at ease with a young man 
Wenty-five than with a boy of eighteen. 
iuta lace the two in different classes of 
or og while allotting thirty years, more 
rin =o to middle age. These thirty years also 
but 7 Shlinges in personality and body build, 
divig © see them as gradual and have not 
a them up with conceptual barriers. 
1S conception of an upper limit to adoles- 
ive ie no means universal. In most primi- 
People ures—variable as these are—young 
Shortly are usually initiated into adult i 
rough after puberty. They are conducte! 
; rites de passage of varying degrees 

i ge designed to “separate the men 
ine iene the separation is not a reed 
"eonum of adolescence but a brief inte 
8 either Essentially, in such societies, one 
Society i a child or an adult, though A 
s comple marked by status differences qW 

dolesce and elaborate as ours. borage 

f life ;. Ue is conceived as a distinct s 
ìn societies so complicated and differ- 
d that each individual’s social role and 


on takes years to define and learn. When 
e are 


ence 


Ntiate 
me 
Cap. 

i i . 
"equin f special preparation for adult lif 


g . . . 
Perio » these years become a distinguishable 
With its own rules, customs, and rela- 


tion z 
3 oye 
hips, The ordeal of the classical British 
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preparatory and public school, for example, 
could not simply be sweated out in a burst of 
adolescent pluck; the initiation became a way 
of life. To instill into youth the complex code 
of the empire-builder and gentleman so 
thoroughly that this would be maintained in 
loneliness and isolation, and even under con- 
ditions in which it had become something of 
a nuisance to all concerned, took time and 
more than time. It took experience, under 
discipline, in relating to many different kinds 
of people whose status with respect to oneself 
varied sharply. In this way, the schoolboy 
learned to respond with spontaneous and often 
deep personal feeling to some of the people 
and events in his life, while limiting the range 
of his response to persons and situations he 
had learned to regard as worth noticing. 
The British public school, at its most im- 
posing, made adolescence much more than an 
interregnum. It made it an epoch. Its aus- 
terity could be relieved by a sensitive hus- 
banding of sparse human resources; its heroes 
became myths, and in turn clichés, but the 
schoolboy had strong feelings about them. 
The prefect who caned you for specific offenses 
might, at other times, offer brusque under- 
standing when you seriously needed it. He 
might also be a sadistic bully, or simply a 
rather stupid boy who was good at games. 
There were classmates with whom you could 
share brief, vivid perceptions and long, com- 
fortable silences, though there were many 
more with whom you could share nothing. 
There were masters who had some respect for 
scholarship and for boys, and there were 
others who respected neither. All these defined 
themselves through the years as individuals 
as well as parts of a system. They could be 
fought, but there was no getting away from 
them or erasing your experiences with them. 
At best, they helped the adolescent make him- 
a strongly characterized human being 
to go on to something more: 
t made adolescence inter- 


self into 
who was ready 
at worst, their impac 
able and their victims permanently fixated 
“old boys.” In any case, they defined the con- 
tent of adolescence; they gave the adolescent 
something to be adolescent about. or 

In a society that sets up special institutions 
for inducting the young into it, and takes 
ears doing it, the developmental proc- 


min 


several y 
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ess that we call adolescence can occur. This 
institutional provision need not, however, be 
formal or intentionally planned. A delinquent 
gang is such an institution. And even institu- 
tions as formal and coercive as the classical 
British public school or the old-fashioned 
military school influenced their students most 
strongly in ways that were not consciously 
planned, though they were certainly the con- 
sequence of powerful unconscious intentions. 

The unconscious and conscious intentions 
that dominate a society are, of course, ex- 
pressed through all its institutions, including 
those that deal with adolescents. The insti- 
tutions which mold the adolescence of most 
young people in technically developed countries 
today are the instruments of a very different 
society from that which created the British 
public school or the military school. They are 
intended to yield young people predisposed to 
very different social behavior. They are seldom 
coercive or immediately painful, but rather 
informal, democratic, and apparently mild in 
operation. They make use of sanctions that 
hardly hurt at all when applied, but that often 
make their victims ill much later. 

The kind of character these institutions— 
whether the school, the TV, or even the modern 
army and navy—tend to develop is in many 
ways the very opposite of that which the 
British public school, or the old-fashioned 
school of any kind, sought consciously and 
unconsciously to produce. All the contempor- 
ary institutions that bear on the young, diverse 
as they seem to be, are united in their insist- 
ence of cultivating sensitivity and pliability 
to the demands and expectations of other per- 
sons. Other-direction, adapability, adjustment, 
conformity—call it what you will, the idea is 
familiar enough—is a trait of great short-run 
social usefulness in today’s relatively open and 
rootless society; and that society has done a 
formidable job of creating institutions which 
mold other-directed and adjustable character 
structure. 

One might expect that the general increase 
in blandness and good humor which has re- 
sulted would also have sweetened the relation- 
ship between adults and adolescents; and in 
many ways it has. There are real friendships 
between adolescents and adults in contempor- 
ary society, especially in America; it is taken 
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for granted that there should be. This would 
not have been possible earlier, and it is still 
most unusual in many European or Latin- 
American countries. It is a basic development 
in human relations, scarcely less important 
than the simultaneous improvement in rela- 
tions among different racial groups, which is 
resulting from quite similar social changes. 

But the modern emphasis on cooperation and 
group adjustment has also injured the rela- 
tionship between adolescents and adults in tw0 
very significant ways. These are not very 
widely recognized, but they lie, I believe, at 
the root of our difficulty in considering ado- 
lescence without self-consciousness or conflict. 
The first of these is rather superficial; the 
second is much more serious, 

The tolerant, reasonable, democratie ap- 
proach to “teen-agers”—like the comparable 
approach to formerly discriminated racial 
groups—is based on a premise of greater 
respect for them than the earlier attitude of 
coercive, if paternalistic, dominance. This 
much is valuable. But the same difficulty arises 
as in the improvement of interracial relations. 
In order for this to occur smoothly, the mem- 
bers of the dominant group must like an 
respect the subordinate group a good deal 1" 
the first place. If adults dislike or fear ado- 
lescents, the change will make those adults 
more frightened and more hostile, because it 
is a very real threat to their continued dom- 
ination. In today’s society they will probably 
have to be “nice to the kids” despite their fea” 
and hostility; but they will most certainly tY 
to maintain by seduction and manipulation the 
dominance they previously achieved by coe?” 
cion and punishment. 

This, it seems to me, is what usually doe 
happen. Certainly, there are many exceptions: 
and the proportion seems to be growing nicely; 
but I think a detached observer of the behavio? 
and attitudes of school personnel, juvenié 
court officials, and so forth would probably 
conclude that, on the whole, these individuals 
dislike and distrust youngsters more ae 
than they like them. They are often disturb® 
at the prospect of being involved with young 
people in any situation that is not under thei” 
quite complete control; a dean who has grow? 
accustomed to functioning as a rather fair 
minded though rigid martinet is likely t° 
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become unscrupulous and conspiratorial if 
changes in his school force him to act as “ad- 
viser” to an ostensibly self-governing student 
disciplinary committee. Such officials are 
usually willing to abandon coercive techniques 
of control in favor of manipulative ones, since 
these help them preserve a more favorable 
image of themselves as guides who are liked 
and accepted by their charges; and, in any 
case, manipulative techniques work better than 

Coercive ones with modern youngsters, who are 

usually quite skilled themselves at making ty- 

rants feel guilty. But the teacher, dean, or 

Probation officer who genuinely sees young- 

sters as persons of dignity equal to himself 

oe is satisfied to have purely rational 
tee a over them is still rather the excep- 
not m he point can be overstressed, and I do 

a NE ga to Suggest that the planet has become 

of ol Madison Avenue streamlined version 

aera s Hall. But the perception of the 
escent T of the world of adults toward ado- 

Felden, es well and movingly expressed by 

Seems t vaulfield in The Catcher in the Rye 

> to me almost wholly valid. 

A of the ambivalence of adults toward 
“Teagers”” is, I should judge, simply a kind 
repressed panic-response to the liquidation 

stood, erty over them. It must be under- 

real; th owever, that the loss of authority is 
are,” 7 adult empire is tottering. All empires 
is the era of skepticism about the 


of 


elon 
is: ay ees between authority and status. It 
abpening ni I believe, to interpret sree 
aS such tae a decline in respect for author! y 
ous in aa merican youngsters today are gener- 
and o h cording respect to parents, teachers, 
and t os adults who earn it as individuals; 
valit Y are far more perceptive of individual 
hay Y in their elders than they could possibly 
“en when all adults were regarded as 
But fay Y actually hostile and dangerous. 
'S true that they are less likely to 
les H adult today simply because he 
frue a position of authority. It is also 
Suing a boy who can be punished for 
e is Pa you is far less frightening—even if 
Sut of aoe insulting—than a boy who offers 
You ca kindness to share his analyst with 
eed a he has noticed, correctly, that you 

Aduits bin than he does. 

Who do not basically like and respect 
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adolescents—and this includes a large pro- 
portion of those who make a career of working 
with them—are badly frightened by the in- 
creasingly democratic relationships between 
adolescents and adults that are coming to 
prevail in our society. They have become more 
tense in their attitude toward youngsters, and 
contribute greatly to the difficulties of young 
people in our society. Their manipulative and 
covert hostility demoralizes adolescents and 
forms the basis of real personal and social 
problems. It is easier, and less damaging, for 
a youngster to face bad grades, disappoint- 
ment at being passed over for a team or a 
club, or formal punishment, than it is for him 
to deal with gossip about his character or his 
manners, with teachers who pass the word 
along that he is a troublemaker or that he 
needs special patience and guidance because 
his father drinks. 

Nevertheless, this is probably not too serious 
a matter, for it is pretty certain to work itself 
out in the course of time. Newer and better 
trained teachers and social workers tend to 
be of a somewhat different stamp. The young- 
sters themselves grow more accustomed to 
respectful handling and more confident of it; 
they become less rebellious but also easily 
diverted from their own moral judgments and 
decisions. When they do nevertheless have to 
deal with a hostile or tricky adult, they are 
more likely to know what they want and what 
they are doing, and can face him coolly. He, 
in turn, is not really confident of himself or 
his authority, and rapidly becomes more 
anxious. He may stubbornly refuse to listen; 
he may lose his temper and really try to hurt 
them, and this time he may succeed. But 
he also finds that his efforts to dominate the 
young cause him more anxiety than he can 
easily bear. Unless his superiors support him 
in a counterattack, he is likely to withdraw 
ally behind a barrage of indignant com- 
Ultimately, he becomes picturesque ; 
quite fond of him. 
rious is that the em- 
hasis on cooperation and <Sroup adjustment 
Re -istic of modern life interferes spe- 
e A the central developmental task 
emer Sake itself. This task is self-defini- 
of pager nn is the period during which 
J rson learns who he is, and what he 
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really feels. It is the time during which he 
differentiates himself from his culture, though 
on the culture’s terms. It is the age at which, 
by becoming a person in his own right, he 
becomes capable of deeply felt relationships to 
other individuals perceived clearly as such. It 
is precisely this sense of individuality which 
fails to develop, or develops only feebly, in 
most primitive cultures or among lower-status 
social groups. A successful initiation leads to 
group solidarity and a warm sense of belong- 
ing; a successful adolescence adds to these a 
profound sense of self—of one’s own person- 
ality. 

Personalization is the métier of adolescence. 
Of all persons, adolescents are the most in- 
tensely personal; their intensity is often un- 
comfortable to adults. As cooperation and 
group adjustment become pervasive social 
norms; as tolerance supersedes passion as the 
basis for social action; as personalization be- 
comes false-personalization, adolescence be- 
comes more and more difficult. Conceivably, 
it might become again a rather rare event, 
having no function in the new world of glad- 
handing primitives happy among their elec- 
tronic trinkets. But, for the present at least, 
the old norms of individual character, personal 
devotion, particular love and hate retain 
enough authority to make those who remain 
faithful to them, as adolescents tend to do, 
extremely troublesome to their contemporaries. 

Adolescents often behave much like members 
of an old-fashioned aristocracy. They main- 
tain private rituals, which they often do not 
really understand themselves. They are ex- 
tremely conservative in their dress and tastes, 
but the conventions to which they adhere are 
purely those of their own social group; they 
try to ignore the norms of the larger society 
if these conflict with their own. They can be 
extravagantly generous and extravagantly 
cruel, but rarely petty or conniving. Their vir- 
tues are courage and loyalty; while the neces- 
sity for even a moderate degree of compromise 
humiliates them greatly. They tend to be pug- 
nacious and quarrelsome about what they be- 
lieve to be their rights, but naive and reckless 
in defending them. They are shy, but not 
modest. If they become very anxious they are 
likely to behave eccentrically, to withdraw, or 
to attack with some brutality; they are less 
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likely to blend themselves innocuously into the 
environment with an apologetic smile. They 
are honest on occasions when even a stupid 
adult would have better sense. 

They are therefore at a considerable dis- 
advantage in many relationships of modern 
life. Modern life is hostile to the aristocratic 
social principle. Aristocratic attitudes and 
modes of action snarl its very mainsprings. 
They interfere with the conduct of practical 
affairs and impede administrative action. In 
busy, anxious, and ambitious people, they 
arouse anger and resentment; but beneath the 
anger and resentment there is shame and guilt. 

Adolescents insult us by quietly flaunting 
their authenticity. They behave as if they 
did not even know that passion and fidelity are 
expensive, but merely assumed that everyone 
possessed them. This, certainly, is inexcusably 
valorous; and it is not excused. But it makes 
us awkward in their presence, and embarrassed 
in our approach to them. à 

Not all adolescents, by any means, retain 
this quality. There are many who learn to 
soothe adults ruffled by encounters with their 
more ardent and challenging peers, and charm 
them on suitable occasions by an ingratiating 
youthfulness. When a boy or girl is needed 
for display, they are available; in the same 
clothes all the others wear, they look a little— 
not too much—neater. Having them in charge 
of the school paper and the student government 
saves a good deal of wear and tear all around; 
they are described in their school records 45 
having qualities of leadership. 

At certain times and places—perhaps here 
and now—such boys and girls predominate. 
Processes comparable to natural selection & 
most insure that they will. Schools nudge 
them into the pathways believed to lead t° 
success in adult life and rehearse them for * 
in carefully designed facsimiles of adult insti- 
tutions. Student life in the modern high sch”, 
is now conducted through a veritable gamar 
of committees. The big man on campus İS “ 
perfectly executed scale model of a junio" 
executive. It may therefore seem either me 
sistent or willfully sentimental that I »4Y 
described my heuristic model of an adolesce” 
as a knight in shining chino pants. oat 

But I think it is valid to maintain this, ” 
just because I have encountered a goodly fe 
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such errant defenders of the faith in the 
course of half a lifetime, but because I am 
concerned here with a process of growth rather 
than with a statistical norm. There is cer- 
tainly no doubt that modern society has power 
to corrupt, and that it starts early. But the 
function of adolescence is growth and indi- 
viduation, and these can be fruitful only if a 
reasonable and increasing degree of integrity 
is maintained. 

A youngster who has abandoned the task of 
defining himself in dialectical combat with 
Society and becomes its captive and its emis- 
Sary may be no rarity; but he is a casualty. 
There is not much more to be said about him: 
one can only write him off and trust that the 
World will at least feed him well if it can- 
not keep him warm, The spores at ma- 
qurity must be fulfilled by those who are strong 
enough to prow into it at their own rate as 
full bargaining members. 

ust there be conflict between the adoles- 
wont and society? The point is that adolescence 
be Conflict—protracted conflict—between the 
a and society. There are cultures in 
oo this conflict seems hardly to occur; but 
ere it does not, the characteristic develop- 
oe of personality which we associate with 
escence does not occur either. 
Shia. are cultures, as in Margaret Mead’s 
Mea description of coming of age in Samoa, 
hro e the young pass delicately as Ariel 
People Puberty into adulthood. But their 
Char es do not seem to us like adults; they are 
$ Pie People, but they are from our point 
a insufficiently characterized. There 1s 
not "uch difference between them, and they do 
another to make much difference to one 
ner, 
ee Simple cultures, in which the role 
the ae is likewise thoroughly familiar to 
You Ild by the time he reaches puberty, the 
are initiated into adult life much more 
an it a Sometimes the process is more ori 
adult ~Ppears to be, though the very fact tha 
ane ik necessary to inflict it is conclu- 
Youn idence of some hostility toward the 
Ome as any case, it is comparatively 
are pe oe cultures are primitive; ot es 
SER we ively stable subcultures of the West 
h "Id like that of British coal miners 
Se song ar £ ing thei? 
e hazed into adult status by 
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elders when they first enter the mines them- 
selves. But in these as well, the adults seem 
curiously indistinguishable by our criteria of 
personality. Differences of temperament and 
of attitude toward life may be very conspicu- 
ous indeed. But they stop short of what we 
regard as normal variation of human personal- 
ity; the range is as wide, but not as deep. 

And there are other cultures in which there 
is no conflict because conflict is thoroughly 
repressed. Not by externally applied brutality 
—this suppresses; it does not effectively re- 
press. There are adolescents even in totali- 
tarian countries, as the Polish and Hungarian 
authorities discovered in 1956. But where 
totalitarianism really sinks in, even the young 
will be so intensely anxious that no conflict 
will arise. Only those feelings and attitudes 
approved by society will then even occur to 
them as possibilities. There can be no ado- 
lescence in 1984. 

Conflict between the individual and society, 
as Lionel Trilling has so clearly stated in 
Freud and the Crisis of Our Culture, is in- 
herent in the development of personality by 
the standards of Western man. Freud is still 
the source of our most tough-minded psycho- 
dynamic system, and this point is basic to it. 
And it is in adolescence that this conflict is 
critical to individual development. Or to put 
it another way, and perhaps more truly, ado- 
lescence is this conflict, no matter how old 
the individual is when it occurs. Adolescent 
conflict is the instrument by which an indi- 
vidual learns the complex, subtle, and precious 
difference between himself and his environ- 
ment. In a society in which there is no 
difference, or in which no difference is per- 
mitted, the word “adolescence” has no mean- 
ing. F 
But conflict is not war; it need not even 
involve hostile action. It must, to be sure, 
produce some hostile feelings, among others. 
But there need be no intent to wound, castrate, 
or destroy on either side. Conflict between the 
adolescent and his world is dialectical, and 
leads, as a higher synthesis, to the youth s own 

hood and to critical participation in 
aid s an adult. Some of the experiences of 
; hich turn out to be most bene- 
it is true, painful at the 


society 
adolescence W 
ficial to growth are, 
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time. Looking for your first job, among 
strangers; learning that your first love is the 
girl she is but not the girl you need; getting 
soundly beaten in your first state-wide track 
meet when you are used to being the fastest 
runner in town—none of this is fun. But such 
experiences are not sickening, heartbreaking, 
or terrifying because, even at the time, they 
can be felt as bringing you in closer touch 
with reality. The pain they produce is some- 
how accepted as benign, like soreness following 
unaccustomed physical exercise or the pain or 
normal childbirth. Growth is more satisfying 
and far more reassuring, than comfort; though 
normal growth is comfortable most of the time. 

One cannot, therefore, use the inevitability 
of conflict in adolescence as a justification for 
actions which hurt adolescents on the pretext 
of “toughening them up.” If “growing pains” 
are never sickening, heartbreaking, or terrify- 
ing, it is equally true that heartbreak, terror, 
and a sense of insult and violation contribute 
nothing to growth. They stunt it or twist it, 
and the grower is more or less deformed. 
Perhaps the commonest deformation which 
these cause in persons too young to know how 
to handle themselves in pain is apathy. 

In their encounters with society, youngsters 
are frequently badly hurt, and there is no 
mistaking this kind of agony for growing 
pains. They are sickened and terrified; they 
feel their pride break, cringe from the expo- 
sure of their privacy to manipulation and 
attack, and are convulsed with humiliation as 
they realize that they cannot help cringing 
and that, in fact, their responses are now 
pretty much beyond their control. Control 
once regained is consolidated at a less humane 
level; there will be no more love lost or chances 
taken on the adversary. 

A number of psychological and social dy- 
namisms can take over at this juncture; none 
of them is a part of the process of healthy 
growth, though some at least give time for 
sears to form so that growth may be resumed 
later. But most of these defense mechanisms 
are dangerous in their total context, although 
they make perfectly good sense in the light of 
the victim’s immediate emotional condition. 
This is the fundamental dilemma of organism. 
A severe heart attack is not such a bad idea 
from the immediate viewpoint of the ex- 
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hausted heart, if only the rest of the body and 
the heart itself, as a muscle, were not so 
thirsty for blood. Somehow, however it has 
been insulted, the heart must be kept in action, 
for its own sake as well as for that of the body 
as a whole; though a wise physician knows 
when to keep demands on it to a minimum, 
and also knows that the minimum may still be 
more than can be borne. 

Growth, too, must continue. Apathy, @ 
fawning acceptance of authority, or a hard- 
eyed campaign of organized delinquency with 
enough real violence to show you mean busi- 
ness, may all be understood as functional for 
adolescents bearing certain kinds of wounds. 
But understandable or not, functional or not, 
these are dangerous expedients for the young- 
They may provide cover for the processes of 
healing, and facilitate the formation of strong 
emotional scar tissue. But they not only lead 
to more trouble with society; they lead away 
from the kinds of relationships by which 
growth continues, and from the kind of self- 
perception of which growth consists. 

Delinquency, apathy, and seductive fawning 
are not aspects of the essential conflict be- 
tween youth and society which constitutes 
adolescence. They are the consequences of the 
conflict having gone terribly wrong, and 4 
corresponding wisdom and _ patience—more 
than is usually available under actual working 
conditions—are needed to restore it as a fruit- 
ful process. For most young people, of course 
things do not go terribly wrong. They 8° 
moderately wrong, but we nevertheless grow 
up, more or less, and conduct ourselves toward 
the next generation in its need with such hu- 
manity as we can muster. For the result, 2° 
blame attaches. Adam and Eve, at the time 
that Cain was born, had no opportunity to rea 
the works of Gesell. 

I know of no reason to suppose that, at the 
present time, there is a crisis in our relation- 
ship to youth; and, in any case, this is cor- 
tainly not a book of instructions to be suppli® 
with adolescents. But if the function ° 
adolescence is self-definition, one would expect 
it to be very difficult in a society which suffers 
from a dearth of individuality and in wh!¢ 
alienation is a crucial problem. And if tie 
instrument of self-definition is the conflic 
between the adolescent and a basically humane 
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society—which nevertheless has purposes of 
its own, and more to do than take care of 
kids—one would expect the self-defining proc- 
ess to break down as that society became less 
humane and more manipulative. A society 
which has no purposes of its own, other than 
to insure domestic tranquillity by suitable 
Medication, will have no use for adolescents, 
and will fear them: for they will be among the 
first to complain, as they crunch away at their 
benzedrine, that tranquilizers make you a 
Square. It will set up sedative programs of 
guidance, which are likely to be described as 
therapeutic, but whose apparent function will 
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be to keep young minds and hearts in custody 
till they are without passion. 

We have by no means gone so far as yet; 
but the sort of process of which I speak is 
already discernible. In this extended essay, I 
hope to analyze the social processes bearing on 
adolescence as these show themselves in the 
social institution officially responsible for their 
nurture—the school. It will also be necessary 
to examine the processes of personal and emo- 
tional growth fundamental to adolescence, so 
that we may come to an understanding of what 
it means to a young person, called a “teen- 
ager,” to try to grow into individual adulthood 
under the conditions of contemporary life. 


Chapter III 
LEARNING: THEORY AND PRACTICE 


The merging of the disciplines, Psychology and Education, can be seen 
most clearly in the area of learning. Psychology’s contribution, mainly in 
the form of experimental data on animals, and Education’s contribution, 
chiefly in the form of observations of the child in the learning situation, 


have blended to further our understanding of the learning process. 


Because of its extreme importance to both Psychology and Education, 
perhaps no other topic has generated the heated controversy that has marked 
the history of attempts to understand the concept of learning. But contro- 
versy is still the “name of the game” in educational psychology, and out of 
the study of learning has come a large number of actual facts for the social 


scientist’s book of knowledge. 


Learning can be defined as a relatively permanent change in behavior pro- 
duced by environmental stimulation, as opposed to changes due to matura- 
tion, and this change in behavior is thought to be accompanied by a change 
within the organism, most probably in the nervous system. Learning is 
man’s crowning glory, for it allows behavior to be constantly modified. 
Unlike insects, which are virtually slaves to their never-changing instincts, 
man and the higher organisms can profit by experience by modifying their 


behavior to account for changing conditions. 


Since their earliest days Psychology and Education have focused attention 
on learning. Early in the nineteenth century J. F. Herbart outlined the now 
famous five formal steps of instruction, a kind of teaching formula for ensur- 
ing that learning would take place most efficiently. Later in the nineteenth 
century William James discussed learning and consciousness as a continuous 


dynamic stream. 


About 1885 Hermann Ebbinghaus provided the first actual experimental 
evidence regarding one kind of learning. He spent long hours memorizing 
lists of nonsense syllables, and then later checked himself to see how much he 
had retained. This type of learning is called rote memorization, and research 


in this area is still being carried out today. 


In 1899 a book was published entitled “Animal Intelligence,” and its 
author, Edward L. Thorndike, established himself as the biggest single name 
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in Educational Psychology, a title he was to hold for the next forty years. 
Thorndike’s first experiments involved the study of how cats learned to solve 
the problem of escaping from a “problem box.” It was once said that if one 
of these cats acted at all unpredictably it would change educational curricula 
throughout the nation. Although this is an obvious overstatement, it does 
convey an idea of the tremendous impact Thorndike had on the field of 
education. 

Perhaps Thorndike’s most famous contribution to learning theory was his 
Law of Effect, which stated that a response would tend to be repeated if its 
consequences led to a satisfying state of affairs, while it would be discon- 
tinued if its consequences led to annoyance. Thorndike saw learning as 
basically trial and error, with the organism slowly eliminating responses that 


` did not lead to success. 


Other studies of learning began appearing just after the turn of the 


century. From Russia came the work of Ivan P. Pavlov who introduced the 


concept of the conditioned reflex. Pavlov, utilizing the salivary reflex, trained 
dogs to salivate to previously neutral stimuli, such as the sound of a tone. 


This procedure is now called Classical Conditioning, and it involves the 
presentation of a conditioned stimulus (such as a tone), followed imme- 
diately by the unconditioned stimulus (meat powder placed in the dog's 
mouth), After a number of these paired associations, the conditioned 
stimulus itself will come to elicit the salivation, now allen: a conditioned 
response. It was Pavlov’s point that the previously neutral stimulus carmo- 
tioned stimulus) will take on the power to elicit the response through its 
ated with the unconditioned stimulus. The 


m 3 ao 
conditioned stimulus, after training, comes to act as a signal that the es 
There is renewed interest in Classical Conditioning 


today because of the dramatic success of Wolpe and other Sager 
therapists in using this technique to cure neuroties, pen = 
Almost all the learning theorists up to the presen? time ee sce 5 
or used as a point of reference the pioneering eet th a Guthrie, 
most obviously seen in the works of the behaviorists, : cork 
but Pavlov’s work also modified the later spec te men 7 er 
Another important learning tradition stemmed i. ion ae 
ments originating (1912) in the laboratory of ; a parsa ase 
approach, called Gestalt Feier n PA rana on or specific 
more than just the learning of SP a ay eonaigaredion, or 
responses. The term “Gestalt” means the totality, me e 
“whole,” and Wertheimer a. STE eee ena a. 
Sum of its specific parts. Thus, t ei = ee es Sig! asa 
Whole “eet act, from start to finish, and not with 


responses of which it might be composed. talt psychologists, 
Kohler during the 1920s, and other ce . ht could occur, th 
issue with Thorndike, maintainingythat insig 


having been constantly associ 


powder is to follow. 


also took violent 
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could suddenly see novel relationships, that learning was not simply a func- 
tion of blind trial and error. Since Harlow’s work on “learning sets,” 
described in Chapter 1, the concept of “insight” is no longer widely held in 
modern psychology. 

The Gestaltists, especially in the work of Kurt Lewin in the 1930s, saw 
learning as the forming of concepts, the grasping of facets and ideas as 
opposed to the learning of muscular responses. E. C. Tolman, following in 
the Wertheimer-Lewin tradition, has stated (1948) that both rats and men 
learn by forming hypotheses and seeing relationships. Tolman feels that 
“cognitive maps” of one’s environment are formed, and on the basis of these 
maps the organism is able to select the appropriate response. Tolman uses 
his concept of the “cognitive map” to explain how the organisms, rats or 
men, use their environments to get from place to place. Unlike the S-R 
psychologists, who see learning as a result of an association formed between 
the stimulus and response, Tolman hypothesizes that learning is instead a 
result of an association formed among the stimuli themselves. That is, the 
organism associates some new stimulus, or sign, with a previously encoun- 
tered and therefore meaningful stimulus, or significate. This led Tolman to 
be labeled as an S-S (sign-significate) psychologist, as opposed to S-R 
(stimulus-response) theorists such as Guthrie and Watson. 

Another historic date in the field of learning is 1938, which saw the publi- 
cation of B. F. Skinner’s The Behavior of Organisms. Skinner made the 
important distinction between two kinds of responses: (1) respondents, 
which can be automatically elicited by an unconditioned stimulus, such as 
salivating to food in the mouth: and (2) operants, which may occur on their 
own, with no specific stimulus having been identified. Skinner saw these 
two kinds of responses as following distinctly different learning principles. 
Skinner, however, emphasized operant, as opposed to respondent, condi- 
tioning, and with the use of his technique he even envisaged the conditioning 
of a society. (See Walden TI, 1948.) 

In the Skinnerian distinction, a respondent is essentially a reflex, and its 
conditioning conforms to the laws of Classical Conditioning. An operant, 
however, whose stimulus need not be identified must be conditioned in a 
different way, since, by definition, an operant cannot be triggered by an 
unconditioned stimulus. 

If an operant is allowed to occur, is “emitted,” and is then followed by a 
positive reinforcement, the rate of response for that operant will increase. 
Typically, Skinner places a rat in a box which contains a small lever and a 
food tray. When the rat finally happens to press the lever, reinforcement 
(a pellet of food) immediately drops into the tray. After a few trials the 
rate of response jumps dramatically. A rat that might normally emit three 
or four bar presses per hour before conditioning, might emit presses at a 
rate of as high as five or six hundred an hour after conditioning has taken 
place. Even higher rates have been recorded when an animal is on one of the 
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intermittent reinforcement schedules, that is, when the reinforcement does 
not follow every bar press. 

Since the teacher cannot be deliyering pellets of food or candy bars eyery 
time a student emits an appropriate response, the concept of secondary or 
conditioned reinforcement is of great importance in educational psychology. 
With a rat in a Skinner box, conditioned reinforcement ean be demonstrated 
by allowing the response to occur, following it with some previously neutral 
stimulus (such as a light), and then presenting the pellet of food. Through 
repeated association with the food, the light eventually takes on reinforcing 
properties of its own. In a sense, the rat will begin pressing the lever “just 
to see the light go on.” This is secondary or conditioned reinforcement, and 
examples from life outside the Skinner box are extremely numerous. Per- 
haps money is the prime example. Notice that the sequence of events is 
exactly the same as for the rat in the box. One works (emits operants), is 
paid the money (a neutral stimulus in and of itself), and then is able to buy 
food or other primary reinforcements. Another obvious example of condi- 
tioned reinforcement is the grade assigned after an exam or term paper, or 
the scholarship awarded to the “Dean’s List” student. Implicit also in the 
operation of the teaching machine is the concept of conditioned reinforce- 
ment, usually in the form of allowing the student to progress to the next 
frame when the correct response has been emitted. Unlike the scholarships 
or even assigned grade, the teaching machine can provide less distant condi- 
tioned reinforcers, in that the delay between response and reinforcement is 
only a fraction of a second. Skinner's research leads to the conclusion that 
this is far more efficacious than a delay of a few seconds, never mind a few 
weeks or months. 

Educational psychology today views learning from many points of view, 
and as the dust settles on the historic theoretical duels of the past a new 


appreciation of the nature and complexity of learning has emerged. Certainly 
A dog can be trained to salivate to the 


classical conditioning is a fact. 
sound of a tone, but all learning is not of this type. Nor is Thorndike’s 
trial and error learning, nor Kohler’s “insight,” nor Skinner’s operant, 
nor Tolman’s sign-significate, the prototype of all learning. Bruner’s idea 
of concept learning, and Harlow’s notion of “learning sets,” both of which 
were mentioned in the first chapter, are also contributing to our knowledge 
of the total learning process. And finally, as will be seen in the article by 
Krech, has come startling new evidence regarding the chemistry of learning. 

The great theoretical arguments of the past WERE due in large TREASURE 
to the adoption of narrow views and to the rigid adherence to one point 
of view. The debates were often of an “either-or” nature, that, for example, 
if Tolman were right then surely Skinner must be wrong. 

It is becoming increasingly apparent that there i8 not Just one way to 
learn or one kind of learning, that many of the seemingly Sene positions 
in learning offer genuine contributions both to our understanding of 
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behavior and to our ability to provide meaningful learning experiences in 
the classroom. 


AN OVERVIEW OF THE READINGS FOR THIS CHAPTER 


In the first selection (13) to follow, R. M. Gagné traces the rather stormy 
history of learning theory in American psychology. Gagné cites five funda- 
mental positions as being at the core of most of the disputes, and the 
ensuing proliferation of learning theories in psychology he sees as varia- 
tions on these five basic themes. He lists the following: (1) Associationism 
—based on the British empirical tradition of explaining how complex ideas 
are constructed out of simple sense impressions; (2) Animal Trial and 
Error—based on the use of animals in learning studies, and thought by 
Gagné to be consistent only with the acquisition of simple motor skills at 
the human level; (3) The Conditioned Response—-founded on Pavlov’s 
classical conditioning paradigm, and again a very restricted formula for 
explaining human learning; (4) The Learning of Verbal Associates—based 
on the famous Ebbinghaus study on the memory of nonsense syllables, and 
again a limited prototype of learning; and (5) Insight—based on the 
Gestalt premise that learning takes place suddenly as experience is re- 
organized, a premise that is seriously challenged by the recent work of 
Harlow on learning sets. 

Gagné feels that these quarrels have actually hampered our understanding 
of learning. Since the various theories were always placed in opposition 
to each other, they have, in a very real sense, prevented our understanding 
of “learning as an event.” 

In the next article (Selection 14), Robert C. Craig focuses on the dilemma 
of the teacher who is faced with these varieties of learning theories. In 
attempting to relate theory and the practice of actually teaching, Craig 
chooses three positions and indicates how each could be applied in the 
classroom. By contiguity, Craig means those theories, such as Guthrie’s 
or Watson’s, which maintain that learning is the result of sensory impres- 
sions being immediately followed by impulses to action. The second position, 
reinforcement, refers to those theories, such as Thorndike’s or Skinner’s, 
which see learning as depending on the fact that appropriate responses 
be consistently followed by positive stimulation. Thirdly, the cognitive 
approach assumes that learning is the organization of principles or rela- 
tionships. Without being doctrinaire, Craig offers many useful teaching 
techniques which logically derive from these three theoretical positions. 

Probably no concept in learning has been of more interest to educators 
than the concept of transfer. In the next article (Selection 15) by Andrews 
and Cronback, the experimental evidence for transfer, and the resulting 
educational implications, are carefully detailed. The goal, after all, of 


education is to provide learning that will transfer to other situations, both 


LEARNING: THEORY AND PRACTICE 


in and outside of the classroom. Without transfer the school would have 
to at least attempt to train the individual for every possible activity he 
might ever be called upon to face, clearly an impossibility. Fundamental 
to the construction of any curriculum is the question of what disciplines 
and areas and even techniques provide for the most transfer. 

Many years ago, the teaching of Latin, Greek, and Logic was grounded 
in the belief that these subjects would discipline the mind, or provide the 
individual with the mental training which would allow him to cope with 
the life situation. This notion was merely the product of blind faith, not 
experimental evidence, but the notion was strengthened when the German 
faculty psychologists began talking about “thinking” as a separate, trainable, 
faculty of the mind. This view, now discredited, of “mental discipline,” 
though not grounded on the empirical data of transfer, did provide the 
ground work which allowed the transfer concept eventually to have such 
a forceful impact in the field of education. 

Transfer itself is the experimental fact that the learning and performance 
in Situation A can affect the learning and performance in Situation B. 
When the effect is facilitating we speak of positive transfer, and when the 
effect is inhibitory we call it negative transfer. 

After reviewing the actual research on transfer, Andrews and Cronback 
present five major principles to aid the teacher in taking advantage of 
transfer in the educational process. This article is extremely important in 
that it neatly bridges the gap between theory and teaching sei aad 

In the next paper (Selection 16), Herbert Thelen, clearly espousing a 
cognitive view of learning, discusses the question of programmed instruc- 


tion. Thelen dismisses the use of the teaching machine in conditioning 


as simply the learning of isolated facts and bits of information: Condition- 
ing, Thelen argues, is the only method for the teaching of nonsense. If, 
al, as Thelen believes it should be, then 


however arning is the go 
i ata nae ope is possible with 


insight learning, not conditioning, should be utilized. Is th p n 
the teaching machine? Thelen feels it is, and presents a series of eig 


helpful deductions to prove his case. À ; 
Next (in Selection 17), B. F. Skinner presents his case for the teaching 
A : eaching machine 


Machine. Unlike Thelen, Skinner sees the use of path n 
as a conditioning device as extremely beneficial in the educa p . 


i i 3 ism is 
Through the proper use of the teaching machine the human organism 


more likely to reach full development. 
Ski ; f the advantages of the machine as allowing the 
snodda hat students prefer to study 


EEA EAE a a. fact that the student gets 
by machine and are, thus, more motivated, 


i rol i t necessary. 
immediate feed-back; and the fact that aversive ens : i“ use of the 
Unlike Thelen in the previous article, Skinner argues tha 


infor is not a mere con- 
teaching machine through conditioned man a a ree eee 
veyor of trivia and bits of information. Instead, it a 


113 


114 


EDUCATIONAL PSYCHOLOGY 


of the behavior directly, the very behavior from which we infer that concept 
formation, for example, has taken place. That is, instead of “transmitting 
information to the student,” the behavior can be set up which is “taken 
as a sign that he possesses information.” Rather than teaching the concepts 
of mathematics, we teach directly the behavior from which the knowledge 
of these concepts is inferred. 

Skinner also feels that for a teaching machine to be truly effective, the 
student must be made to respond, to take some kind of action. The student 
must be an active participant, not a passive recipient, in the educational 
process. Various operants must be emitted in order to be conditioned, and 
then from this conditioned behavior, we can infer that learning has ocurred. 
After all, the fact that any learning has ocurred must be inferred from 
behavior, since we have no way yet of measuring the process itself. We 
Say no way yet, since the evidence to be presented in the next paper suggests 
that this may be a possibility in the future. 

In the final article (Selection 18) for this section, David Krech surveys 
the extremely exciting and promising research in the chemistry of learning. 
Krech, pointing to the two-stage memory storage process theory, indicates 
that the processes involved in short-term memory are somewhat different 
from those involved in long-term memory. Short-term memory is basically 
electrochemical, but long-term memory is more biochemical, apparently actu- 
ally producing new proteins and higher levels of enzyme activity in the brain 
cells. Thus, while short-term memory does not cause the formation of new 
proteins, long-term memory does. Krech also cites evidence showing that 
there is now a rather extensive array of drugs which can increase learning 
and memory, at least in animals. Does this mean, as Krech whimsically 
asks, that the teacher should turn in his “schoolmaster’s gown for a pharma- 
cists jacket?” The answer, Krech reassures us, is “no,” and backs this up 
with a description of his own extremely exciting research. 

Krech reasoned that since numerous experiments had shown that chemical 
injections can affect memory storage, then perhaps it might work both ways, 
that is, that environmental stimulation of responses might affect the chemis- 
try of the brain. This rather astonishing hypothesis turned out to be the 
case. Krech found that when rats were raised in an educationally enriched 
environment, that is, in well-lighted cages with creative “rat toys” and learn- 
ing tasks, the actual chemistry of their brains changed. Further, the brains 
of these environmentally stimulated rats showed structural changes. Their 
brains were more developed, larger and heavier, than the brains of a control 
group of rats which had been raised in impoverished environments. This, of 
course, is consistent with Hebb’s theory of cell assemblies and phase 
sequences as outlined in Chapter One of this volume. 

Thus, Krech shows that the chemistry and structure of the brain are 
dependent on the rat’s early psychological and educational environment. The 
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weight and density of the cortex was increased by this early rat-type “Head 


Start Program.” Krech’s conclusion is: 


“The biochemist’s work can be only 


half effective without the educator's help.” 


13. LEARNING IN AMERICAN PSYCHOLOGY * 


ROBERT M. GAGNE 


done people learn, and the conditions under 
eos they learn, are questions that have been 
ca Stigated by several generations of Ameri- 
N Psychologists, as well as by those in other 
Parts of the world. But learning has always 
air, be favorite problem for American writers 
Philos eens: partly no doubt because of a 
ed a, tradition that tended to place 
of kn emphasis on experience as a determiner 
o sp owledge, It is of some value, therefore, 
lstor a little time in describing what these 
le iy important ideas about the nature 
Way qoning have been, since they will point the 
Sri the influences that have shaped current 
ect tok theory, and that will undoubtedly af- 
ure developments as well. 

ie on learning has generated several 
quent} models,” or prototypes, which are fre- 
T Era referred to by writers on the subject. 
Errop oe the conditioned response, trial-and- 
ften earning, insight, and others, which are 
used to communicate basic similarities 

ing contrasts among situations in which learn- 
ing op WS: It is important for an understand- 
Wainteg © varieties of learning, to become ac- 
the sit with these prototypes of learning and 
been t@tions in which they have typically 

Dserved, 


Hp 
ASSOCIATIONIST TRADITION 


One 
leaning the oldest lines of thinking about 


: in American psychology derives from 


Fro 

x Gagne The Conditions of Learning by Robert 
q Winsto °PYright © 1965 by Holt, Rinehart 

olt, pp Ston, Ine. Reprinted by permission a 


In: < 
hart and Winston, Inc. 


the British associationist psychologists, who 
formulated a number of theories about how 
ideas are associated. These theorists were pri- 
marily concerned with the question of how 
complex ideas like “flower” or “number” are 
constructed in the human mind from elemen- 
tary sense impressions. In other words, they 
were interested in the question of how such 
“complex ideas” were learned in the first place. 
On this latter point, they were generally 
agreed that acquiring a new idea necessitated 
(1) contiguity of the sense impressions or sim- 
ple ideas that were to be combined to form the 
new idea, and (2) repetition of these contigu- 
ous events. Some of these psychologists also 
discussed “mental concentration” (which is 
now usually called attention) as an important 
condition for the learning of new ideas by 
association (Mill, 1869). 

American psychologists like William James 
and John Dewey added some distinctly new 
interpretations to this associationist tradition. 
The ideas of Darwin concerning the functions 
of living phenomena in adaptation exerted a 
considerable influence on these American scho- 
lars. Accordingly, they sought to discover the 
functions of behavioral events like learning 
and thinking, rather than simply the composi- 
tion of these events. A most important char- 
acteristic of learning was considered to be its 
function in the life of the organism. This 
view led them to place the nervous system, 
rather than “the mind” ina position of central 
importance to an understanding of how sense 
impressions get connected with behavior. And 
perhaps most significant of all, they assigned 
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a critical role to action as a factor in learning. 
Action did not simply follow ideas, as the 
British associationists had proposed, but be- 
came an essential feature of the process of 
behavioral organization called learning. 


ANIMAL TRIAL AND ERROR 


Another direction taken by American psy- 
chology in its treatment of learning established 
perhaps the most important trend of all. This 
was the use of animals for the performance of 
experiments on learning. Edward L. Thorn- 
dike (1898) was a pioneer in these efforts to 
understand the learning of animals by per- 
forming experiments rather than by collecting 
anecdotes about animal behavior. From his 
controlled observations of cats, dogs, and 
chickens escaping from problem boxes, he con- 
cluded that many previous accounts of animal 
thought were erroneous in that they attributed 
greater power to animal intelligence than ac- 
tually existed. His investigations suggested 
the possibility that all that was necessary to 
explain animal learning were specific bonds 
between “sense impressions” and “impulses to 
action.” These associations he considered to 
be stamped in by the consequences resulting 
from the completed act (such as escape from 
the problem box). Thorndike believed that 
associations of this sort also made up a large 
part, although not all, of what human beings 
learned and remembered. 

A hungry animal, such as a cat, is placed in 
a box with slatted sides and a door that can be 
opened by pressing a wooden lever to release a 
latch, allowing the animal to reach food placed 
within his view outside the box. At first, the 
cat is observed to engage in a variety of acts, 
including scratching at the sides and door of 
the box. Sooner or later, these various activi- 
ties lead by chance to the depression of the 
latch that opens the door. The animal then 
immediately leaves the box and eats the bit of 
food. When placed in the box again, the ani- 
mal’s behavior is obviously changed. He spends 
less time scratching at the sides of the box, and 
more time making movements in the region of 
the latch. On this second trial, it takes him 
much less time to release the latch and get to 
the food. Subsequent trials reduce the time 
still more, until he is releasing the latch only 
a few seconds after he is placed in the box. 
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The view of learning that is represented by 
this prototype situation may be described 
briefly as follows. When confronted with a 
novel situation, the motivated learner engages 
in various “tries” to attain satisfaction. 
Sooner or later, largely by chance, he makes a 
set of responses that lead to motive satisfac- 
tion. The particular responses that are imme- 
diately followed by motive satisfaction (eating 
the food, in this case) become “stronger” in 
relation to others. Thus, when the animal is 
placed in the box a second time, the latch- 
pressing responses occur sooner, whereas the 
other responses (like scratching the floor of 
the box) tend to be shorter in duration or en- 
tirely absent. On subsequent trials in the box, 
these “errors” progressively weaken and dis- 
appear. The correct responses, in contrast, are 
progressively strengthened by being followed 
immediately by motive satisfaction. This gen- 
eralization was called the “law of effect” by 
Thorndike. The learning situation does not 
differ in basic characteristics from that of the 
rat pressing a lever, employed later by Skinner 
(1938). “Reinforcement” is the term Skinner 
uses to identify the events that Thorndike 
called the law of effect. 

Is the animal trial-and-error prototype rep- 
resentative of human learning? The answer 1S 
clearly in the negative. It is, in fact, rather 
difficult to relate it to the learning that might 
occur in a human being. If a person is put 17 
a problem box, we know that he is likely to 
adopt a strategy of searching for a way out. 
He recognizes latches, knobs, or other devices 
as having certain functions. He “thinks out 
the consequences of his actions before he takes 
them, and chooses the most likely alternative- 
Once he finds his way out, he will under most 
circumstances remember it, and there will be 
no gradual error reduction on subsequent 
trials. How can such behavior be in any sense 
comparable to “trial-and-error”? The strate- 
gies, the recalling, the recognizing, the think- 
ing, the choosing are all there in his behavior: 
they can readily be observed if the proper €% 
perimental conditions are provided. 

By searching hard, one can probably find 
some degree of comparability between the 
trial-and-error prototype and the acquisition 
of a motor skill by young children, such as 
balancing blocks, making a simple knot, ° 
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learning language sounds. Insofar as the pro- 
totype helps us te understand such learning, 
it is useful. But this is, of course, an extremely 
circumscribed usefulness for the field of learn- 
Ing in general. 

A number of more modern learning theorists 
have made the individual association, as seen 
1n animal behavior, the basis of their ideas on 
learning. Among these are Edwin R. Guthrie 
(1935), Clark L. Hull (1943), and B. F. 
Skinner (1938), each of whom has proposed 
Somewhat different interpretations of the 
basic idea that the association, as observed in 
animal learning of simple acts, is the typical 
form of learning. Other investigators of ani- 
mal learning opposed this tradition, however. 
Chief among these was Edward C. Tolman 
(1932), whose experiments convinced him that 

horndike and those who followed him were 
wrong in asserting that nothing but an “asso- 
“lation” existed between a situation and the 
response that followed it. Tolman’s theory 
ten taine that association is an internal mat- 

i etween a representation (within the ani- 
ho nervous system) of the stimulus situa- 
of a and a representation of the alternatives 
ree ction to be taken, He thus attempted to 
estore to animal behavior the “ideas” (al- 
aih this was not his term) that had been 

nsidereq unnecessary by Thorndike. 


THE CONDITIONED RESPONSE 


ee “i Pavlov found that when a signal Such 
give uzzer was sounded at the time food was 
Was 2 to a hungry dog, and this set of events 
Sali repeated several times, the dog came to 
vate at the sound of the buzzer alone. 
eta the salivation to the taste of food 
tion © considered a natural (or uncondi- 
response, salivation to a buzzer had 
carni Mired as a conditioned response. a 
ny Occurred when the new signal 
i a ’ Was presented together with the foo 
connecter of trials. A new signal-response 
o ction was thereby established. a 
of aes B. Watson (1919) championed the jem 
in hi ning suggested by the work of Pavlov 
Watso, Studies of conditioning in dogs. In 
tis Writings, learning was viewed as a 
Onan of establishing individual associations 
Nery, ‘toned responses) firmly based in the 
US system. More complex human acts 
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were considered to be chains of conditioned 
responses. 

Most investigators of Pavlovian condition- 
ing now believe it to be a very special kind of 
learning, representative of the establishment 
of involuntary, “anticipatory” responses such 
as the startled eyeblinking that may follow a 
threatening gesture (Kimble, 1961). It is 
likely, of course, that human beings acquire 
many conditioned responses of this sort in 
the course of their lives. One may find one- 
self, for example, waking with a start at the 
slight click the alarm clock makes before it 
actually rings. Hearing an automobile horn 
from an unexpected direction may evoke a 
tensing of muscles in the hands on the wheel 
and in the foot on the brake. In the school- 
room, the teacher’s pointing to an object to 
be described may become a conditioned signal 
for students to be alert for other stimuli to 
come from that direction. It is even possible 
that learned anticipatory responses may be 
largely what is meant by “paying attention” 
to something. Conditioned emotional reactions 
of an involuntary sort may be involved in 
reactions to snakes, spiders, or other events 
that are accompanied by unexpected signals. 
Perhaps they also play a part in the deter- 
mination of attitudes. 

Despite the widespread occurrence of condi- 
tioned responses in our lives, they remain un- 
representative of most of the events we mean 
by the word “learning.” Voluntary acts can be 
conditioned only with difficulty, if at all. If 
a child wants to learn to ride a bicycle, he 
will get no help in this activity by arranging 
the pairing of a conditioned and unconditioned 
stimulus, because voluntary control of his 
actions is not acquired in this way. The same 
is true, needless to say, for most other kinds 
of things he must learn, beginning with read- 
ing, writing, and arithmetic. There can be 
little doubt that Watson's idea that most forms 
of human learning could be accounted for as 
chains of conditioned responses is wildly in- 
correct; and this has been pretty generally 


conceded for many years. 
THE LEARNING OF VERBAL 
ASSOCIATES 


Hermann Ebbinghaus carried out an ingeni- 
ous set of experimental studies of learning 
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and memorization. He used himself as an 
experimental subject, and as materials, series 
of nonsense syllables of the sort NOF-VIB- 
JEX, and so on. These constructed syllables 
were employed in the attempt to gain control 
over the unwanted variable of previous prac- 
tice, since it was immediately apparent to 
Ebbinghaus that an association like BOY- 
MAN was already more or less well learned. 
In committing to memory these series of 
nonsense syllables, he was able to study the 
effects of such variables as length of series, 
order of presentation, and many others. Later 
investigators saw in the nonsense syllable a 
versatile tool for the study of verbal associa- 
tion. 

An important and productive line of inves- 
tigation of the learning of nonsense syllables 
and other verbal units was carried on by 
Robinson (1932), McGeoch (1942), and down 
into the present day by Melton (1940, 1964), 
Underwood (1964), Postman (1964), and 
many others. Generally speaking, investiga- 
tors in this tradition have championed empiri- 
cal research rather than the development of 
comprehensive theory. 

For a period of some years, investigators of 
verbal associate learning apparently believed 
that their findings could account for the learn- 
ing of single associations. But even Ebbing- 
haus’s results showed that committing one 
syllable to memory was strongly influenced by 
the presence of other syllables. During the 
many years of research following Ebbinghaus, 
the number of factors that have been found 
to affect the learning of nonsense lists has 
constantly increased, and the difficulty of ex- 
perimental control has similarly become 
greater. The learning of any single association 
in a sequence has been shown to be markedly 
affected by the interference of other associa- 
tions both within the list and outside it. A 
great many of the characteristics previously 
thought to describe the learning of single 
associates are now attributed to the effects 
of interference. 

The verbal associate prototype must also be 
considered to represent a very limited range 
of actual learning situations. The differences 
in learning and retaining logically connected 
prose and poetry, as opposed to nonsense lists, 
have been apparent for many years, and it is 
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doubtful whether the interference that occurs 
within these two types of material follows the 
same laws. There may be a limited number of 
instances in which human beings engage in 
the learning of material whose members are 
arbitrarily related, as in learning the alphabet, 
or v to ten places. But the vast majority of 
verbal learning that occurs must be affected 
strongly by its meaningfulness, as experiments 
on verbal associates have themselves demon- 
strated. 


INSIGHT 


Opposed to these associationist trends in 
studies of learning has been the Gestalt tra- 
dition, reflected in the writings of Max Wert- 
heimer, Wolfgang Kohler, and Kurt Koffka. 
As conceived by these writers, learning tyPl 
cally takes the form of an insight, which is a 
suddenly occurring reorganization of the field 
of experience, as when one “has a new idea” 
or “discovers a solution to a problem.” 

Kohler used a variety of problem situations 
to study insightful learning in chimpanzees 
(1927). For example, a banana was suspended 
from the top of the animal’s cage, out of his 
reach. Several wooden boxes were available 
within the cage, but the animal could not reach 
the banana by standing on any one of them. 
A great variety of restlessness and trial and 
error was exhibited. On occasion, however, 
an animal was observed to act suddenly, aS 
though he were carrying out a plan, by placing 
one box on top of another, then immediately 
climbing on this structure to reach the banana. 
As another example, one chimpanzee was ob- 
served, again after much trial and error, to put 
together two joined sticks, which he then used 
as a single long stick to reach a banana placed 
outside his cage. Köhler called such learning 
insight, and emphasized the discontinuity it 
had with the previous trial-and-error behavior: 
The total successful act was put together and 
exhibited suddenly, without error and as 1 
by plan. Kéhler’s interpretation was that 1n- 
sight involved a “seeing” of relationships, a 
putting together of events that were internally 
represented. 

This form of learning by human beings has 
also been described by other Gestalt writers 
like Wertheimer and Katona. For example 
Wertheimer describes solutions to a geometr!¢ 
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problem by children, insightful and otherwise. 
Children who knew the “formula” for the 
area of a rectangle as k X b were asked to 
derive a means of finding the area of a par- 
allelogram. Some proceeded in a “rote” fashion 
to multiply the length of the base times the 
length of the side, which, of course, is incor- 
rect. Others were able to see the correct solu- 
tion by cutting a right triangle from one side 
of the parallelogram, and attaching it to the 
other side, thus constructing a known figure, 
the rectangle. Still others were able to see the 
Problem as one of dividing up the entire 
Parallelogram into little squares (a very so- 
Phisticated solution). Although a child may 
have tried several wrong approaches, a “good” 
Solution was arrived at, according to Wert- 
heimer, when the child could see the essential 
Structure of the problem situation. 

The most frequent criticism of the “insight” 
explanation of these learning events is, how- 
ever, a very serious one. This is to the effect 
that animals and children solve these problems 

Y transfer from previous learning. The chim- 
Panzee is able to pile boxes one upon another 
because he has previously learned to do this, 
although not necessarily in this particular 
Situation, The child is able to identify the 
triangles as similar because he has previously 

One this with other right triangles. It can- 
not be said that such an explanation is not 
true, because in fact in these Gestalt exam- 
ples the factor of prior learning has not been 
Controlled. Despite the neatness of a theory 

at accounts for insight on the basis of the 
Structure of the observed situation, the phe- 
nomena of insight have in one instance after 
another been shown to be affected by previous 
earning, 

One of the most impressive modern evi- 
aoe of the effects of prior learning on 1m- 
“lghtful behavior occurs in Harlow’s studies 

learning set (1949). Harlow trained mon- 
i to solve problems in which the correct 

Sice among three objects was the “odd” one, 

© object dissimilar to the others. By trial- 
aAnd-error learning, monkeys learned to choose 
äi © odd one of three objects when they were 
nsistently rewarded for doing so. In the next 
i bem, three new objects were presented, 
ncluding an odd one, and the monkeys again 
ĉarned to choose the odd one, somewhat faster 


this time. A third problem, again with a new 
set of objects, was solved faster than the 
second. After solving a few more oddity prob- 
lems of this sort, the animal was able to solve 
oddity problems (involving objects he had not 
previously encountered) at once, without any 
hesitation. He had acquired, Harlow said, a 
learning set that enabled him to solve oddity 
problems correctly without trial and error. 
This evidence implies that previous learning, 


‘acquired through a number of encounters with 


similar problems, can establish a kind of in- 
ternal capability that makes the animal quite 
different from naive monkeys of the same age 
and strain. He becomes an ‘‘oddity-problem 
solver” monkey, who displays insight when 
given an oddity problem to solve. Obviously, 
this capability for insight did not arise be- 
cause of a “structuring of the situation.” It 
came, rather, from accumulated experience 
based on many individual trials of previous 
learning. 

What can be said about the representative- 
ness of insight as a prototype of learning? On 
the one hand, it does appear to represent some 
common learning occurrences that are rather 
easy to identify. When children are led to 
“see” relationships, such as those between 
addition and multiplication or between weight 
and the “pull” of gravity, they often display 
insight. On the other hand, it is difficult to 
find insight in the learning of a great variety 
of other things. A child cannot learn the 
names of plants or stars in an insightful 
manner. He cannot learn to read by insight, 
nor to speak a foreign language. A student 
of biology does not learn the structures and 
functions of animals by insight. In short, 
insight cannot be a prototype for a vast 
amount of learning that human beings ordi- 
narily undertake. Perhaps it occurs when we 
learn by “solving problems,” but we also learn 
many, many things that are not problems at 
all. They may simply be facts, or propositions, 
or principles. 

THE SIGNIFICANCE OF LEARNING 
PROTOTYPES 

Thus we see that learning in American 
psychology has usually been considered a prob- 
lem of understanding the association. To the 
British associationists, the association of in- 
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terest was between sense impressions and 
ideas, or between simple and complex ideas. 
Following James and Dewey, Watson, Thorn- 
dike and others set out to study the association 
between sense impressions and impulses to 
action, or, in more modern terms, between 
stimulus and response (S and R). Tolman 
believed that the essential kind of association 
in learning was an internal event connecting 
“significates” and “expectations.” And then 
there have been those who, all along, have 
denied that association is a central event in 
learning at all. 

Throughout the period of scientific investi- 
gation of learning, there has been frequent 
recourse to certain typical experimental situ- 
ations to serve as prototypes for learning. 
Most prominently, these have been derived 
from animal learning studies, the conditioned 
response, the learning of verbal associates, or 
insight studies. Actually, the choice of these 
prototypes has had considerable influence on 
the course of learning research. When con- 
trasting predictions are made by theories, it 
is these prototypes that are appealed to as 
concrete ways of settling the issue. And it is 
from these prototypes that experiments are 
designed to test theoretical predictions. They 
have become, in other words, the concrete 
models that investigators of learning think 
about when they set out to study learning 
experimentally. 


As examples, the prototypes themselves 
represent a variety of kinds of learning. It 
has not been found possible to “reduce” one 
variety to another, although many attempts 
have been made. In addition, there are many 
instances of learning that these prototypes 
apparently do not represent. There seem, in 
fact, to be a number of varieties of learning 
that are not considered at all by these standard 
examples; their representativeness of all the 
varieties of actual learning phenomena is not 
all comprehensive. 

These learning prototypes all have a similar 
history in this respect: each of them started 
to be a representative of a particular variety 
of learning situation. Thorndike wanted to 
study animal association. Pavlov was studying 
reflexes. Ebbinghaus studied the memoriza- 
tion of verbal lists. Kéhler was studying the 
solving of problems by animals. By some 
peculiar semantic process, these examples be- 
came prototypes of learning, and thus were 
considered to represent the domain of learn- 
ing as a whole, or at least in large part. Some- 
how, they came to be placed in opposition to 
each other: either all learning was insight OY 
all learning was conditioned response. Such 
controversies have continued for years, and 
have been relatively unproductive in advancing 
our understanding of learning as an event. 


14. RELATING THEORY AND PRACTICE * 


ROBERT C. CRAIG 


THE. TEACHER’S PRESENTATION 


We can envision many variations in teacher 
presentations, some using a variety of aids, 
but the teacher nearly always “shows” or 


* Reprinted with permission of The Macmillan 
Company from The Psychology of Learning in the 
Classroom by Robert C. Craig. Copyright © by 
the Macmillan Company 1966. 


“tells.” The term “lecture” is sometimes a” 
appropriate one; but classroom presentations 
are not very formal, and the teacher usually 
welcomes occasional questions by students O 
punctuates his presentation with questions tO 
them. Brief teacher presentations are often 
linked with other techniques in a larger unit 
of instruction. 

Although teacher presentations can provide 
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motivation, guidance, or evaluation for other 
learning activities, the criticisms of teachers’ 
presentations usually are directed at their use 
for transmitting or clarifying information, as 
though the teacher were an animated text. 
How may this familiar form of teacher presen- 
tation be made more compatible with the em- 
phases of each theory? 

For Conticuity. The weakness of teacher 
presentation for this approach is that the 
Student may not do what he is to learn. To 
put it another way, to improve contiguity 
learning a teacher must find ways to insure 
that students respond correctly to important 
cues when they are presented. 

One common practice, which might be used 
even more widely, is that of interrupting a 
talk with requests for student responses. A 
teacher may write a word on the board and 
tell one student or all to say it aloud. If only 
One student responds aloud, it is assumed that 
the others will respond silently. Another 
teacher points to a map, names a city, and 
asks students to say the name or write it in 
their notebooks. In still another class a book 
'S held aloft and the Spanish name is said, 
first by the teacher or an able student, then 
by others. Later students are expected to 
respond correctly to the sight of the word, 
the place on the map, or the book without an 
assist from the teacher. Longer responses, 
Such as statements of principles, summaries 
of data, or the steps of solving mathematical 
Problems, may be prompted in the same 
manner, ; 
_ The teacher who attempts to schedule his 
informal prompting of students more sys- 
tematically finds that his lectures begin to 
resemble an orally administered teaching pro- 
gram such as that suggested by Carpenter and 

addan.' In essence their plan is to have the 
SPeaker present information in a series of 

rief segments, each only a few minutes long. 

ter each segment, students are to be asked 

© complete sentences or answer related ques- 
ions. From the contiguity point of view stu- 

dents could be given the answers verbatim, at 
least when new material is being introduced. 
Another possibility would be to give each stu- 


x 5 du- 
Systematic Application of Psychology to E 
Ta (New York: Macmillan, 1964), pp. 145- 


dent a duplicated list of questions that he is 
to answer during the lecture. Under such a 
plan a lecturer would merely pause every few 
minutes to see if his pace is appropriate and 
to check the need for a review of previous 
points. 

The teacher is obviously at some disadvan- 
tage with respect to the machine in adminis- 
tering a program. Try as he may, the teacher’s 
materials will seldom be prepared with the 
rigorous attention to detail and sequence that 
characterizes the commercial program. The 
pacing certainly cannot be highly individual- 
ized. The teacher does have the great ad- 
vantage, however, of being able to work toward 
objectives of his own choosing. The stan- 
dardized program suffers from the same limi- 
tation as the standardized test—that is, it 
seldom quite suits the local course of study. 

If we wish to be somewhat more speculative, 
contiguity theory suggests a further role for 
the teacher, one that future investigators may 
find crucial. The teacher may be an agent 
for increasing students’ pleasure in course- 
related concepts and activities. While present- 
ing his material he may use his personal charm 
and wit, praise, and assurances to reduce 
students’ anxiety and arouse their positive 
feelings. According to the classical condition- 
ing formula the material itself will then be- 
come a source of pleasure. 

Having a happy class is not enough, of 
course. Regaling them with stories or giving 
all “A’s” is not enough. Students must be 
stimulated by significant aspects of the sub- 
ject-matter (conditioned stimuli) at the same 
time the teacher’s devices (unconditioned 
stimuli) make them “feel good” (emotional 
responses). Furthermore, the teacher’s ap- 
proach to his subject is still systematic and 
analytical. His aim is to attach positive emo- 
tional reactions to as many specific elements 
of the course as possible in the time allotted 
to him. He judges his success by students’ 
continued interest and activity. Do they take 
notes and review them? Do they wish further 
discussion of important ideas? Do they seek 
related readings? Later, do they take other 
courses or “major” in the same area? 

In each additional experience the students 
should find pleasure in the facts, opinions, 
and conclusions, perhaps the actual words, of 
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the course. Whenever they express an idea, 
use a concept, or take a stand on an issue, 
agreeing with the course should tend to make 
them ‘‘feel better.” 

The language of reinforcement rather than 
that of conditioning might well be used to 
present these interesting possibilities for emo- 
tional training. The concepts of secondary 
drive and reinforcers suggest a way words 
and other course elements can come to moti- 
vate students later. Contiguity would still be 
an essential factor, however, in explaining how 
course elements acquire their influence ini- 
tially. 

For REINFORCEMENT. The suggestions for 
a contiguity approach can be endorsed here, 
if, and this is important, student responses 
are consistently followed by reinforcement. 
The more traditional descriptions of reinforce- 
ment learning suggest that right responses 
are selected and confirmed. We think, for 
example, of a teacher pointing to a city on 
the map of South America and inviting stu- 
dents to name it before he says, “That’s right, 
it’s Rio de Janeiro.” In the contiguity ap- 
proach, you will recall, the teacher would give 
the city’s name, then have students repeat it. 
Even if errors are few, the confirmation of 
hearing the answer again from the teacher 
is said to result in greater learning. The 
teacher should give a full statement of the 
desired answer and supplement this with other 
reinforcements, perhaps praise or smiles, when 
he knows these work well with particular 
students. 

The typical teachers’ presentation assumes 
a great deal about both the responses of his 
students and their reaction to reinforcement. 
Ideally, he gets students to imitate his thought 
processes and paces his presentation so that 
they push ahead of him to answers or tentative 
conclusions. Questions aimed at one of the 
class or to the class at large may help. Then, 
he steps out in front again, as it were, with 
information that reinforces the responses he 
hopes they have made. This procedure can 
work well, but we cannot even be sure any 
substantial number of the class respond, unless 
we provide for them to do so overtly. 

Short presentation segments may be used 
in a “programmed lecture,” such as that 
described for a contiguity approach. The rein- 


forcement practice might be to have all stu- 
dents answer oral questions or written ones 
duplicated in advance. The teacher talks or 
shows, then the students answer, then the 
teacher gives the intended answers as rein- 
forcement. 

In this or other types of presentation the 
teacher will wish to keep a close check on the 
difficulty of his material. Whenever too many 
errors are observed in students’ comments or 
their responses to his probes, or if doubt is 
suggested by their perplexed expressions, he 
should slow up and give more details. Con- 
versely, when no errors are evident and stu- 
dents begin to appear bored and disinterested, 
he might speed up and give fewer explanations 
and illustrations. 

The reinforcement-minded teacher who uses 
presentation methods will be intrigued with 
the opportunity to experiment with sequences 
designed to develop learning sets. Repeated 
direct or vicarious yeinforcements for re- 
sponses to a series of problems involving the 
same principle may be a promising method of 
developing students’ ability to cope with other 
problems involving this principle. 

For CoGNITIVE LEARNING. The teacher who 
is guided by cognitive theories uses presenta- 
tion methods to display the natural structure 
of materials or activities. The teacher’s own 
ability to find order and lawfulness in what 
he teaches is the first requirement. Then, he 
must seek words and examples that will make 
the relations he has found important to the 
student and crystal clear. There are only 4 
few guidelines to follow in doing this. Gen- 
erally speaking, cognitive psychology offers 
the teacher a challenge rather than prescrip- 
tive statements. Those who accept the invi- 
tation need a high degree of both scholarship 
and professional judgment. 

The contrast between cognitive and associa- 
tion emphases is often sharpest when assoc!” 
tion principles seem an obvious choice. Teach- 
ing the multiplication combinations involving 
nines is one example of this type. An associa- 
tion-minded teacher might see this as a matte? 
of forming and strengthening a separate con- 
nection for each combination of the nines table- 
Let’s suppose instead that the teacher asks 
himself if there is any opportunity here 
develop a greater understanding of relation 


a 
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among numbers that may make this and future 
tasks easier and more interesting. As it 
happens, there is. 

The teacher decides to use a brief lecture- 
demonstration. He begins by writing the list 
of combinations from 9X1 to 9X10 and from 
101 to 10X10 on the chalkboard. He asks 
one or two students for the answers to pre- 
viously learned combinations and accepts con- 
tributions from several volunteers. He also 
asks for the product of several combinations 
not yet studied in order to stimulate greater 
interest in the “easy way” he is about to show 
them. 

A comparison of the nines table with the tens 
tables and the use of a row of numbers from 
1 to 100 enable him to bring out the follow- 
ing—not in these words, of course: (1) The 
left digits of the products of both the nines 
and tens tables go up by one each time the 
multiplier increases by one, that is, 9x1=09, 
9x 2=18, 9x3=27, and so on; and 10x 1=10, 
10x2=20, 10x3=80, and soon. (2) The left 
digit of a tens product is always equal to the 
multiplier, that is, 10x1=10, 10x2=20, 
10x 3=30, and so on; but the left digit of the 
nines “lags behind” and is always one less, 
that is 9x 17-09, 9x2=18, 9x3=27, ete. (3) 
Each time the left digit of the nines products 
goes up by one, the right digit does down by 
one, so that their sum remains at nine—09, 18, 
27, 36, 45, 54, 63, 72, 81, 90. 

All of the above points are especially clear 
to students when they are shown on an abacus, 
for each time a nine is to be added a ten 
Marker is moved over and a one marker is 
brought back. Few students, even those who 
cannot put it into words, will fail to see that 
all they have to do to multiply nine by any 
humber is to put down one less than the num- 
ber and follow this with nine minus the first 
number (or ten minus the multiplier). For 
example, 9x8 is 7 (one less than the multi- 
Plier) followed by 2 (9—7) or 72. For home- 
Work, students might be given the task of 
extending the procedure to combinations above 
9x10. 

In many schools children would know one 
as the complement of nine and may easily be 
led to relate finding nines products, computing 
on an abacus and computing with complements. 
The use of complements is not limited to addi- 
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tion or the nines but has many applications 
in mathematics. A number of “high-speed” 
methods using complements would interest 
some students. 

Our analogy with programmed learning is 
still useful, and we may think of this teacher’s 
presentation as the information segment of a 
program with large task units. The oral or 
written questions that usually follow are an 
informal “adjunct program” to confirm under- 
standing and to show where “branching” for 
review or further explanation is needed. 


STUDENT ACTIVITIES 


When the teacher of a class is not presenting 
material, he is, more often than not, trying 
to elicit or guide student activity. An observer 
may recognize the familiar “oral quiz” or reci- 
tation over an assignment, the relatively free 
verbal interchange of the discussion, or some- 
thing neither one nor the other but a little of 
both. He may find different individuals or 
small groups proceeding rather independently 
with only an occasional assist from the teacher 
and be told that they are working on projects 
or “a problem.” He probably knows the proj- 
ect as a task that students complete somewhat 
independently and may think of a problem as 
either the same thing or as something entirely 
new. 

Actually, learning experiences that extend 
beyond a single class period are often planned 
within the general framework of a problem. 
This approach is not so much a new method 
as a different emphasis in the use of familiar 
methods. In this approach, which resembles 
scientific research in some ways, the teacher 
assumes the role of a guide or co-investigator 
in (1) selecting and defining interesting and 
worthwhile problems, (2) formulating and 
evaluating proposed solutions or hypotheses, 
(3) planning and completing study or experi- 
mentation pertaining to proposed solutions, 
and (4) applying and using the conclusions. 

As our observer noted, the possible combina- 
tions of activities in a problem-solving ap- 
proach are many. A discussion is well adapted 
to selecting and defining problems and the 
planning stages of other steps, as well as for 
reaching conclusions when the data have been 
collected. The teacher may present some of 
the data needed by students or explain some 
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of their difficulties. More data are gathered 
in assignments or projects. The application 
of conclusions may lead to still further proj- 
ects. 

Some of the steps of problem solving parallel 
the elements of learning as we have presented 
them. This is one of the reasons why a prob- 
lem-solving organization is often advised in 
methods courses for teachers. When the 
learner accepts a class problem as one that is 
important to him, the correspondence is par- 
ticularly close. It is well to remember, how- 
ever, that learning does not require this class- 
room emphasis. A motivated student may find 
a goal and attain it in a lecture or in reading 
a text. He learns from question to question in 
programmed texts, as well as by completing 
the several steps in the development and solu- 
tion of a formal problem. 

For CONTIGUITY. An active response by the 
learner is the first requirement for learning 
by association. Increased student participation 
during teacher presentations was suggested; 
but student participation can be more con- 
tinuous when the teacher only reviews, in a 
sense, material previously covered in less con- 
trolled situations, such as outside reading. 
Associations formed under conditions where 
the teacher cannot control both stimuli and 
response would be considered somewhat hap- 
hazard without such a review. 

The stage is set for student participation in 
controlled contiguity learning when the stu- 
dents have prepared and the teacher has a 
series of questions with the expected answers 
before him: 


T: “What are the three purposes for 
which nonfiction is written?” 

S1: “To entertain. To 
people.” 

The teacher writes these ideas on the 
board, and there is silence in the room. 


T: “You have two of the purposes of non- 
fiction. What is the third? Janice? Bill?” 
S1: “The book said to give ideas.” 
Teacher writes “ideas” on the board. 
T: “What do we mean ‘to give ideas’?” 
S2: “Well, to tell other people what you 


think.” 
T: “Is that all?” 
S3: (Glancing at his open book) “To con- 


vince others that what you think is right.” 


inform other 
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T: “Now you have it. The next question 
i oe 


At some point in this fairly typical recita- 
tion the teacher may have a student state the 
question again and read the answers aloud 
from the board, while other students repeat 
them silently. Later, he may ask the students 
to copy the list in their notebook, thus pro- 
viding still another repetition. 

The spirit of contiguity learning carries over 
into the assignment of a teacher. Assignments 
are often considered preparation for condi- 
tioning in class, but the right kind of an 
assignment provides additional opportunity to 
form associations. Consider the homework 
instructions of a German teacher, for example: 
“Copy each of the next 50 vocabulary words 
beginning with ‘klein’ on the left of a small 
card. To study, look first at ‘klein’ while 
covering ‘little,’ then look at ‘little.’ Do the 
same with each word. After a number of repe- 
titions of this kind you will have learned them 
all.” He might have said that when they can 
say “little” to the stimulus “klein” without 
looking they will be conditioned. Other lists, 
formulas, speeches, or poems may be learned 
in the same way. It is laborious to learn an 
entire poem a word or phrase at a time with 
each word or phrase serving as a stimulus for 
the next, but that is the way of learning by 
association. 

Lessons may be built of such deliberately 
planned associations. The combined associa- 
tions of lessons are the outcomes of units, and 
they in turn form blocks of instruction O" 
courses. There is provision, of course, for * 
variety of responses. Statements of specific 
fact, illustrations, comparisons, conventions: 
trends, cause-and-effect relations, and evalua- 
tions are a few of the verbal associations that 
may be systematically conditioned. 

Contiguity partisans are not indifferent t° 
the possibilities for more complex learning 
during student participation. They say tha 
students may be conditioned to enjoy and se 
course-related activities of all kinds. OU" 
speculations on the conditioning of emotional 
responses to the teacher’s presentation have 
suggested some of the possibilities. In gen 
eral, students are believed to learn whatevel 
they are led to do. If they are led to trace 
and develop a thought, question it, and relate 
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it to other thoughts, this is what they learn. 
The example of the teacher or other students 
may be the way to get them to do and learn 
such things. However, how will they tell the 
good examples from the poor? Obviously by 
the effect on the teacher and other students. 
The teacher will not wish to leave this effect 
to chance, of course, so he will try to act in 
such a way as to rather consistently differen- 
tiate the better from the poorer actions of 
students. At this point we are so close to the 
reinforcement explanation that we may simply 
refer to it. In doing so, we do not say the 
contiguity explanation is wrong, merely that 
the reinforcement position is much the same, 
yet still more helpful. 

For REINFORCEMENT. A commitment to 
reinforcement obligates the teacher to arrange 
Satisfying consequences. Other than this his 
tacties with respect to teaching specific asso- 
ciations are similar to those of teachers who 
follow contiguity theory. In these associa- 
tions both the stimuli and the response are 
well defined and fairly easily shown to the 
learner, 

The most unique contribution of reinforce- 
ment is in the encouragement of student 
responses that the teacher cannot control fully 
or call forth at will. Our objectives for stu- 
dents with respect to problem-solving skills 
Provide some familiar examples. Consider the 
Process of clarifying a problem. To be more 
Specific, this can be subdivided into (1) effec- 
tive use of related information, (2) willing- 
ness to suspend judgment, (3) thoroughness 
in exploring the possibilities, (4) identifying 
the criteria of a good solution, and so on. If 
Such attitudes and skills were to be encouraged 
during a class discussion of a plan for the 
Study of an assigned topic, what might a 
teacher do? 

We will assume that such a teacher has 
illustrated the techniques of problem solving 
and that his students have worked several 
other problems together. The teacher TEVGWS 

is knowledge of students’ prior experience 
and present competencies as individuals and as 
a group. He recalls that they are prone to 
Jump to conclusions and decides that today he 
Will give particular attention to their willing- 
ness to suspend judgment. At the same time 
he will use such opportunities as he has to 


reinforce other skills and attitudes important 
in this part of the problem-solving process. He 
will try also to encourage progress toward 
several other objectives related to participa- 
tion in group decisions and to oral communi- 
cation. 

The teacher plans a free discussion, for he 
does not know exactly what more he can do or 
say in this particular situation to help students 
learn to hold back and be less precipitous in 
their decisions. Although he knows student 
suggestions and actions relative to the objec- 
tives he has chosen will vary in quality, he 
cannot specify in advance the particular re- 
sponse that should be reinforced. If he stopped 
to reflect on the matter, he might be encour- 
aged or amused by the fact that psychologists 
who shape the behavior of rats might also have 
difficulty in describing exactly what movement 
their “pupil” should make at any given point 
in training. This teacher is confident, however, 
of his ability to recognize the right kind of re- 
sponse, and he will be ready to reinforce it 
when it occurs. He knows the reactions of 
students as individuals and will try to choose 
words and actions that will work best for each. 
He expects that several students will help him 
by recognizing and approving several types of 
appropriate behavior. 

Shaping is an apt term for what this teacher 
plans. We have described this process before. 
He will try to reinforce any improvement— 
that is, any act or suggestion that is better 
than that typical for individuals of this group 
up to this time. Of course, today’s improve- 
ment may be ignored or noted as a step back- 
ward next week. His judgment is sometimes 
faulty also, so that under his tutelage there is 
some retracing of steps, some learning that 
must be forgotten later. Even an especially 
skillful administration of reinforcement does 
not produce dramatic changes in a single 
discussion; but to be optimistic he hopes that 
after today there will be an increase in proba- 
bility, if not a detectable difference, in some 
student’s willingness to look for more facts, to 
consider different alternatives, and so on, be- 
fore urging that they “get started on some- 
thing.” 

Any teacher would be more optimistic of his 
chances for success in shaping problem-solving 
ability, laboratory skills, effective styles of 
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communication, artistic expression, or other 
complex behavior if he could work with stu- 
dents individually. The teacher would like to 
think of his role as that of continuously 
monitoring the progress of an individual to 
help and reinforce him. Sorne of this takes 
place in school situations but not in the typical 
class. In group situations we again depend on 
the somewhat unpredictable results of vicar- 
jous learning. When we give a verbal “pat on 
the back” to the student whose contribution 
turns the attention of the class to exploring 
other aspects of the problem more thoroughly, 
do we increase the probability of similar 
response in other students? Can we arrange a 
response to the suggestion of a slower student 
that will reinforce him at his level without 
misleading others who are more advanced? 
These and other problems contribute to the 
inefficiency of group procedures for the attain- 
ment of a number of important objectives. 

The importance of the concept of shaping 
warrants the inclusion of a further brief ex- 
ample from the classroom. We have chosen 
one from beginning work on the writing of 
poetry. This class is making a start with re- 
spect to one of the most essential elements of 
poetic composition and will work on other 
elements and the consideration of poetical de- 
vices and structures later. 

The teacher begins dramatically by having 
students close their eyes and imagine they will 
never see again. “Think about what single 
thing you would most like to have in your 
memory ...’”’ They spend a few minutes think- 
ing and reporting, and then the teacher reads 
a short passage in which Helen Keller has ex- 
pressed the joy and beauty she finds in nature. 
Miss Keller urges that others use their eyes 
as if tomorrow they would become blind. 

T: “She sort of implies that we are all a 


little blind, doesn’t she? Now take a look 
at your hand and tell me what you see.” 


S: “Shape of an M.” “Wrinkles.” 
“Knuckles.” “Fingernails.” 
T: “Well, I hope you have one nail to each 


finger.” 

S: (Laughing appreciatively) “On some- 
one who uses his hands in his work, you’d 
see calluses.” 

T: “That’s good observing, but let’s re- 
strict this to our own hands.” 

S: “A tree.” 


EDUCATIONAL PSYCHOLOGY 


T: “Hes speaking poetically, which is 
good. Someone else?” 


The teacher shifts the attention of the class 
to a green vase and then to “something that 
will make me see winter changing into spring.” 
The process is slow; but as the teacher con- 
tinues to comment favorably on responses he 
likes and to ignore the others, the contribu- 
tions become more and more specific, detailed, 
and original. 

For COGNITIVE LEARNING. Student partici- 
pation in learning has been given a prominent 
place in the cognitive teaching strategy also, 
but not for reasons of association. For S-R 
purposes responding is learning, while from 
the cognitive view it merely aids learning, 
that is, understanding. A student’s action 
aids understanding when its consequences con- 
firm tentative hypotheses or lead to their 
revision. 

One view of learning is that the learner’s 
activities are always appropriate to the situa- 
tion as he understands it. Consequently his 
actions give the teacher evidence of the ade- 
quacy of his interpretation. They tell the 
teacher when further explanation or experl- 
ence is needed and perhaps what kind as well. 
Because his objective is increased understand- 
ing rather than fixing a response, the teacher 
is not satisfied with merely indicating ade- 
quate and inadequate responses; he will do his 
best to make it clear why a student’s‘action 15 
more or less adequate. 

An attempt to implement this view in the 
contexts of the examples of the preceding set- 
tion—that is, to clarify a problem or encourage 
keener observation and poetic expression— 
would be marked by greater efforts to teach 
a pattern of generalizations and supporting 
ideas so that it would be clear where various 
student suggestions might lead and why some 
contributions might be considered better OY 
more useful than others. If you reread the 
examples of shaping in the preceding section 
carefully, you may now find the process some- 
what mechanical and contrived, perhaps even 
slightly unethical. If this process were muc 
more reliable than it is, we might raise a ques- 
tion about the desirability of molding students 
to our ends, perhaps without their knowledge 
or consent (Skinner, 1948). 

The value of student responses for diagnos- 
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ing learning and providing feedback would 
lead many teachers to plan the learning of the 
nines table, as described under “The Teacher's 
Presentation,” as a group experience in dis- 
covery. Students’ attention would be directed 
to a comparison of the nines and tens tables 
and to the progression of products in the two 
tables, but they would be encouraged to supply 
reasons and rules in their own words. “The 
9x1 is one less than the 10x1 so the nines 
never can catch up,” suggests either incom- 
plete insight or inexact expression. One teacher 
who did not settle for this response was pleased 
with, “The left one goes up one each time and 
the right one goes down one. One more cancels 
one less so the sum remains the same!” 

Understanding is one of two traditional 
cognitive emphases that has encouraged teach- 
ers to organize the curriculum around prob- 
lems of some duration or substantial units of 
content. A broader context obviously increases 
the opportunities for the patterning of ideas. 
It is equally essential if students are to relate 
these ideas to goals that appear realistic and 
Worthwhile. 

An increased emphasis on students’ own 
goals and larger, more inclusive units of work 
leads to frequent group discussions in the 
Planning and carrying out of activities, often 
n the problem-solving pattern. Such discus- 
Sions differ from those of classes managed by 
reinforcement principles in that the problems 
to be clarified are more often ones that stu- 
dents have chosen to implement their own in- 
terests in an area of study. Small group or 
individual work within the broader problem 
Context is encouraged to provide for some 
diversity of interests and to adapt materials 
and methods to be intellectual operations 
(levels) of the students. 


CONCLUDING STATEMENT 


Without minimizing the importance of veri- 
fied facts and principles, we have assumed 
hat the teacher’s “personal theory” and his 
efforts to “be consistent” have an even greater 
effect on his classroom practices. To a degree, 
ory and fact are complementary; when 
Nowledge is meager, theory assumes a pro- 
Portionately larger role. This is believed to be 
€ Case in much of teaching. z 
We have urged more attention to psychologi- 
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cal explanations in efforts to be consistent edu- 
cationally. Despite the limitations of these 
theories, they are the results of systematic ex- 
plorations of evidence and ideas about learn- 
ing. Their differing emphases reduce in sum- 
mary to several general questions that a 
teacher might ask first in any situation: 


Contiguity: What models or prompts will 
direct learners’ attention and elicit appro- 
priate responses simultaneously ? 


Reinforcement: What reinforcers are ef- 
fective and how can they be administered 
(scheduled) optimally? 

Cognitive: What organization of mate- 
rials or activities will lead to an understand- 
ing of general ideas and supporting details 
in relation to important personal goals? 


What should the teacher do about diverse 
theoretical emphases? He would not want to 
ignore the proven contributions of any theory, 
obviously, but he may give priority to one 
view regularly or as difficulties arise in his 
present practices. Another alternative, of 
course, is a synthesis of the several explana- 
tions, not haphazardly or uncritically, but by 
assigning a definite educational role to each. 
The contiguity principle, for example, is defi- 
nite about arrangements for teaching some- 
what arbitrary associations and emotional re- 
sponses; the cognitive approach is concerned 
with intellectual tasks that involve complex 
symbolic behavior in relation to content that 
may be structured to facilitate understanding 
and use; and reinforcement concepts may 
have unique advantages for forming a variety 
of attitudes and skills with few or inconspicu- 
ous cognitive elements. 

Finally, there is admittedly insufficient evi- 
dence of how well the concepts derived in psy- 
chological theory or the laboratory apply in 
the classroom. The risks of overgeneralization 
are great; but they may be reduced somewhat 
if extensions cf psychological concepts to 
teaching are proposed, not as fact, but as hypo- 
theses that merit further tryout in classrooms. 
This is what we have advised. With this pro- 
viso, we suggest that any remaining risk in 
the use of learning theories is preferable to 
the alternative hazards of dependence. on 
hunches, uncritical imitation, or habit. 


15. TRANSFER OF TRAINING * 


T. G. ANDREWS AND L. J. CRONBACH 


« All educational efforts aim at learning 

* which can be transferred to new situations. 
Some of these new situations are to be met 
within the school curriculum; others are life 
situations outside the classroom. Ultimately 
it is to the latter type of situation that educa- 
tional interest in transfer of training is 
pointed. When one practices a response to a 
specific stimulus situation, learning (q.v.) 
takes place. When a particular learning ex- 
perience also influences an individual’s abil- 
ity to respond effectively to stimuli different 
in some ways from those he reacted to during 
learning, transfer of training is said to have 
taken place. 

If transfer were not possible, it would be 
necessary to train the individual in every spe- 
cific situation he will ever face. The mechanic 
who has learned to repair one tractor would 
have to begin learning anew on each new 
model, and the rifleman who is an expert with 
one weapon would begin as a novice when he 
changes to another. 

There are several important psychological 
questions concerning transfer of training. 
For educational purposes two of these ques- 
tions are most important: To how wide a 
range of different situations will a particular 
learning transfer? What instructional meth- 
ods promote the greatest degree of transfer? 
Transfer is apparent in impressive proportions 
in everyday life, but it cannot be taken for 
granted in all educational situations. The 
transfer problem is a question of degree and 


*“Transfer of Training” by W. S. Monroe. 
Reprinted with permission of the Macmillan Com- 
pany from Encyclopedia of Educational Research, 
pp. 1483-1489. © American Educational Research 


Association 1950. 


of the relative efficiency of educational or 
training procedures. 

Individuals do not always transfer to the 
same extent from one learning experience to 
another. Research is required to establish how 
and when training will transfer. Will practice 
firing at towed targets improve the combat fir- 
ing of an aerial gunner? Will study of logical 
propositions in mathematics improve reason- 
ing about life problems? Will lectures on men- 
tal hygiene improve adjustment to frustrating 
situations? Will the study of Latin aid in 
mastering law? Such questions underlie all 
curriculum construction. 


EMERGENCE OF THE TRANSFER 
PROBLEM 


So long as the curriculum was supposed 
primarily to transmit knowledge of Western 
culture, the problem of transfer was not impor- 
tant. A man learned Latin, geometry, and nat- 
ural history because these knowledges were 
the mark of an educated man. With the emer- 
gence of a less aristocratic notion of education 
in America during the 1800’s there developed 
gradual acceptance of the axiom that the funt- 
tion of any teaching is to change behavior. 
The place of skill subjects such as reading and 
arithmetic was secure under this philosophy- 
Classical knowledge had less obvious value for 
everyday behavior and the classical subjects 
were defended on the ground that they 
strengthened certain mental faculties—rea- 
soning, judgment, memory, will, etc. Accord- 
ing to this faculty psychology, exercising 2 
faculty by appropriate training developed the 
mind, and so improved behavior. Conventional 
school subjects were said to provide “mental 
discipline.” 
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Experimental psychology began to chal- 
lenge this theory of transfer when James, 
about 1890, attempted to measure the effect of 
training on memory. He and his students 
timed their speed of memorizing passages 
from Victor Hugo’s Satyr. Daily for a month 
or longer they memorized selections from an- 
other author, and then retested themselves on 
new passages from Hugo. According to the 
faculty theory, memorization of the classics 
develops the memory. James and his group 
found some improvement, but results were so 
slight as to throw into question the entire 
value of mental discipline. Further tests were 
made of transfer effects in memory, percep- 
tion, reasoning, and other alleged faculties. 
These studies showed rather small transfer 
and were considered adequate to disprove the 
claims of formal discipline. 

Transfer through specific habits was em- 
Phasized in the theory of Thorndike and 
Woodworth (1901), which replaced the faculty 
proach. Under this theory, curriculum makers 
Sought to provide learning experiences which 
would give training in the particular skills, 
habits, and responses likely to be used in 
later life. Thus in citizenship training, study 
of political thought was superseded by train- 
ing in how to mark a ballot, how to read edi- 
torials, and how to acquire facts specifically 
needed about current problems and in forming 
Judgments about them. - 

More recent emphasis in education points to 
broader posibilities of transfer. In addition 
to habits and facts, school experiences engen- 
der attitudes and broad understandings which 
ave great significance. Feelings of inade- 
(acy fostered in school may transfer to an 
Adult's performance on his job and to his 
Methods of dealing with his children. A con- 
Cept of fair dealing, learned in childhood, may 
reflect itself in an adult’s marital relations, 
treatment of his employees, and attitudes on 
i ernational affairs. Judd (1908) contributed 
hel viewpoint by showing experimenta y 

eaching meaningful general principe 
ee more effective transfer than a a 
vum which is merely a collection of usefu 
abits, Current methods of teaching for trans- 
€T are discussed at the end ofthis article. 


METHODOLOGY 


Studies of transfer have been pursued both 
in the laboratory and in classroom situations. 
The essential features of transfer as a psy- 
chological process are best studied in the ex- 
perimental approach. By designing experi- 
ments in which the crucial variables are 
controlled, we can assess with considerable 
assurance the importance of each factor for 
transfer. In actual school situations, learning 
and transfer cannot be explained by such a 
simple formula as “so much presentation plus 
so much motivation plus so much generaliza- 
tion result in so much transfer.” Changes in 
pupils come from a complex interaction of fac- 
tors. To understand this interaction (e.g. why 
does presentation Z improve the work of some 
pupils but not others?) careful studies in the 
classroom are needed to supplement laboratory 
findings. 

A crucial difficulty in studies of transfer has 
been the problem of assessing all outcomes of a 
learning experience. Results of instruction are 
usually thought of in terms of gains in knowl- 
edge or skill, and these are readily measured. 
Each instructional process, however, affects in 
many ways the personality, and attitudes of 
the pupil. If it is established that two proce- 
dures (e.g. study of civics vs. student self- 
government) produce equal gains in ability to 
reach logical decisions about new political 
questions, we still do not know their relative 
effect on such behavior as concern about 
political problems, tendency to vote on election 
day, and tendency to seek information on civic 
problems as they arise. We do not know 
whether the adult, capable as he is in reasoning 
as a result of the teaching, will have the con- 
fidence to follow his own thinking or will be 
swayed by partisan appeals. Few studies have 
attempted to evaluate the transfer effects of 
learning procedures in terms of these crucial 
but subtle concomitants. 

Transfer may be positive (facilitating sub- 
sequent performance), negative (inhibitory), 
or mixed. Study of past political debates may 
produce some positively transferring effects, 
such as ability to interpret a new question in 
terms of its historical antecedents. It may 
produce such negative effects as an attitude 
that politics and civics are boring and to be 
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thought about only under a teacher’s compul- 
sion. Study of the Latin verb cedere may lead 
to positive transfer in spelling the English 
precede but to negative transfer in spelling 
supersede. The usual experiment, in which 
“total” learning is measured by some test, can 
rarely disentangle such positive and negative 
outcomes. It is impossible to prove or demon- 
strate zero transfer, because an experimentally 
measured zero gain may represent cancelling 
positive and negative effects. Attempts to ex- 
press amount of transfer on a scale from 0 to 
100 per cent have been confusing, in the ab- 
sence of an accepted operational definition of 
100 per cent transfer (Woodworth, 1938, 
pp. 176-207). 

The methodology of transfer investigations 
involves several important problems of con- 
trol. The simplest and most fundamental ex- 
perimental design involves the following steps: 
(a) Subjects are tested to determine their ini- 
tial proficiency on the final task. (b) Two 
groups are equated, either as matched pairs or 
as total groups with equal means and equal 
variances. One of these groups is arbitrarily 
identified as the experimental group and the 
other as the control group. (c) The educational 
experience from which we expect transfer is 
now given to the experimental group. During 
this period of practice, the control group re- 
ceives no training. (d) At the end of the 
period of practice, or some time later, both 
groups are retested on the final task, in which 
we expect the experimental group to have 
improved as a result of the intervening 
experience. 

Such an experimental design may be repre- 
sented by the following schema: 


Experimental Group: 
Test R.; Training on R,; Test on R, 


Control Group: 


Test on R,; ; Test on R, 


We would expect the control group, and also 
the experimental group, to better their per- 
formance on R, merely by virtue of their pre- 
vious experience on R.. Over a long period of 
time, maturational effects would also produce 
better scores in both groups. It is important 
to note that we may claim transfer effect only 
to the extent that the two groups are accu- 
rately matched or equated in terms of their 


initial ability on the final task and on such 
additional relevant factors as intelligence, pre- 
vious training, and motivation for taking the 
pretest. The methodology of transfer studies 
is like that for learning experiments in every 
respect save one, that gains are measured not 
on the practiced task but on a different per- 
formance. James’s learning of poetry was 
shown by his better knowledge of the poetry 
he studied; the transfer to memory in general 
was tested by his ability to master new poetry. 

Various modifications of the above proce- 
dure are used when we intend to compare dif- 
ferent types of intermediate training. When 
no pretest on the final task is possible because 
neither group has skill in it at the outset (as 
in testing whether experience with one gun 
transfers to ability to assemble a different 
piece), we must equate groups on supplemen- 
tary variables such as intelligence or mechani- 
cal aptitude. Attention should be drawn to 
two rather precise statistical controls which 
obviate the usual loss of individual subjects in 
forming groups. We may “match through re- 
gression” (Peters and Van Voorhis, 1940, 
pp. 463-468) or apply the Neyman-Johnson 
method (Butch, 1944). Both these methods, 
although complicated, are powerful tools. The 
Neyman-Johnson method has the added ad- 
vantage of identifying differences in amount 
of transfer for different types of subjects. We 
should expect this method to be used more fre- 
quently in future studies. 


STUDIES OF TRANSFER 


The research on transfer may be summa- 
rized in terms of three significant questions: 


1. What types of responses can be improved 
through transfer? 

2. Do some school subjects possess greater 
“transfer value” than others, in terms 0 
their effect on the pupil’s general menta 
functioning? 

3. What eduational procedures produce the 
greatest amount of transfer? 


1. CHARACTERISTIC TRANSFER EFFECTS. The 
first point of attack for research on transfer 
was to determine whether such broad mental 
powers as memory, observation, judgment, 
reasoning, and volition could be improved bY 
training. Following the pioneer study ° 


LEARNING: THEORY AND PRACTICE 


James (1890, pp. 666-668), Thorndike and 
Woodworth (1901) performed an important 
series of investigations. Their first experi- 
ments were designed to determine the transfer 
effects of training in observation and percep- 
tual discrimination. Subjects practiced esti- 
mating areas of certain geometric figures. The 
investigators then determined the effects of 
this practice on the accuracy of estimation of 
figures not previously presented. The transfer 
effects were found to vary between 30 and 50 
per cent of the gains on the practiced figures. 
Training in estimating lengths of lines, how- 
ever, produced little or no improvement in esti- 
mating lines not previously presented. Im- 
provement in the accuracy of estimating 
weights from an initial test to a final test, with 
an intervening practice period on a different 
Set of weights, was found to be about 40 per 
cent of the efficiency gained with the material 
practiced. Such studies indicated that transfer 
was evident but by no means considerable. 

In other experiments Thorndike and Wood- 
Worth found that practicing the cancellation of 
certain letters of the alphabet from material 
on a printed page increased the efficiency of 
Cancelling other letters only by 25 per cent of 
the gain observed during the practice period 
itself. The same general result was found for 
the relative improvement in finding and can- 
celling parts of speech in prose material. 

These experiments represented a critical at- 
tack on the claims of formal discipline and 
gave little encouragement to the concept of a 
general observational ability which could be 
Improved significantly through training. Much 
of the transfer effect found by Thorndike and 

oodworth was interpreted by them as due to 
the carrying over of specific methods and rules 
of procedure or to the similarity in the prac- 
ticed and the tested material. í 

Following these studies on observational 
ability there was an emphasis on research di- 
rected at rather specific aspects of transfer, 
Such as problems of bilateral transfer (cross 
education) and memory for specific elements, 
Such as nonsense syllables. Swift (1903) 
found that there was approximately 66 per 
Cent transfer of ball-tossing skill from the 
right hand to the left hand. Ebert and Meu- 
mann (1904) found that subjects made con- 
Siderable transfer from learning nonsense syl- 
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lables, mainly by becoming adapted to the 
experimenter, the task, and the laboratory con- 
ditions. Seemingly as a result of practicing 
the learning of nonsense syllables, the subjects 
investigated by Ebert and Meumann were im- 
proved in the learning of letters, numbers, 
prose, and poetry, as well as meaningless 
visually perceived forms. But when the ex- 
periment of Ebert and Meumann was repeated 
by Reed (1917) with the use of a control 
group, it was found that any spread of ability 
from specialized memory practice is relatively 
small and undependable. 

There were a large number of such investi- 
gations on specific learning functions early in 
the century and further analysis of the prob- 
lems produced important interpretations. 
Thus, Swift noted in his experiment on ball- 
tossing that the method of handling the balls 
was carried over from one hand to the other. 
Dearborn (1909) showed that the “transfer” 
of Ebert and Meumann was largely due to 
gains made within the test series and the re- 
mainder was due to general improvement in 
orientation, attention, and technique of learn- 
ing. Bray (1928), in a study of target-aiming 
transfer from hand to foot, found that 
methods, tricks, and modes of adjustment seem 
to be the primary media of transfer from one 
member to another. 

An experiment by Sleight (1911) is some- 
what representative of early attempts to iden- 
tify the particular learnings transferred. He 
equated four groups of young girls on the basis 
of performance on several memory tasks. Each 
of three groups was given training in one 
task of memorizing either poetry, the sub- 
stance of prose passages, or tables of measures 
and other quantitative data. Before, during, 
and after the practice period of 12 days, the 
subjects of the three experimental groups and 
one control group were measured on several 
kinds of learning, such as orally given names 
and dates, nonsense syllables, and a series of 
letters. There were some gains and some 
losses, and in general Sleight’s experiment 
showed no general improvement in memory 
attributable to practice. 

It became evident that transfer produced 
little generalized improvement. In a study by 
Woodrow (1927), however, the interest was 
shifted to determine whether it was possible 
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to train subjects so that the techniques of 
memorizing acquired during the training pe- 
riod will be used to advantage on later occa- 
sions. Two experimental groups and one con- 
trol group were studied. All groups were 
tested to determine their initial memorizing 
ability. One experimental group had a total of 
about 3 hours of practice at memorizing with 
no special instruction or training. The other 
experimental group was given the same 
amount of time in training on several simple 
rules and how or when to use them. The prac- 
tice time of this latter experimental group 
was spent in consciously applying these tech- 
niques. All three groups then took final tests 
which were like the initial tests and included 
poetry, prose, miscellaneous factual items, 
Turkish-English vocabulary, and little-known 
historical dates. The two experimental groups 
dealt only with nonsense syllables and with 
poetry during their practice and training 
periods. The results indicated that simple 
practice, with no special aid or set, produces 
little transfer, whereas the learning of memory 
techniques with intent to use them definitely 
transfers to the final memory test. 

In the psychological domain of reasoning 
Barlow (1937) found that instruction in analy- 
sis, abstraction, and generalization produces 
appreciable transfer to problems requiring 
understanding and reasoning—e.g. getting the 
point of Aesop’s fables. 

In addition to investigations of transfer of 
particular capacities, there is a large amount 
of evidence that attitudes, emotional reactions, 
and habits of character can and do transfer. 
(See Attitudes; Character Education, in Mon- 
roe, 1950, pp. 77-84, 126-134.) Watson and 
Rayner (1920) called attention to the transfer 
of an emotional response in one of his experi- 
ments on conditioning. In a young child who 
had learned to fear a furry animal, the fear 
response readily transferred to other furry 


animals, cotton, wool, and Santa Claus 
whiskers. 


A pioneering experiment on the transfer of 
moral or character habits was performed by 
Voelker (1921), who gave six groups of boys 
a series of initial tests of honesty or trust- 
worthiness, such as not returning over-change, 
not returning borrowed property, cheating in 
scoring one’s own examination paper, peeping 
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in blindfold tests, and the like. Two of the 
groups were then given intensive Boy Scout 
work on trustworthiness, including discus- 
sions, learning of codes, and exhortations. In 
two other groups the regular Scout training 
was given, but there was far less emphasis on 
honesty. The remaining two groups served as 
controls and received no Boy Scout training 
and no training in trustworthiness. All of the 
six groups were retested with measures similar 
to those constituting the initial tests. Most 
progress had been made by the two Boy Scout 
groups which received the intensive training, 
and the least progress was made by the two 
control groups. 

Such studies as that of Barlow and of 
Voelker have largely reversed the earlier con- 
clusions that broad mental processes are rela- 
tively immune to transfer. The development 
of attitudes is demonstrated by an important 
experiment performed by Bond (1940) in 4 
course in genetics which emphasized generali- 
zations about racial characteristics. The train- 
ing produced measurable changes not only in 
knowledge of facts but also in reduction of 
superstition and in improved ability to solve 
new problems in human genetics, and it sig- 
nificantly changed attitudes regarding im- 
perialism, Jews, Italians, Latin Americans, an 
Orientals. Bond’s method of teaching for 
transfer had greater effect for students in 
some ranges of intelligence and initial knowl- 
edge-than for others. The study illustrates the 
significant advantages of the Neyman-Johnson 
technique for this type of research. 

Transfer is also in question in the several 
investigations on the effect of nurture on gen- 
eral intellectual development. See Nature an 
Nurture, in Monroe (1950, pp. 772-777) - 

2. TRANSFER VALUE OF SCHOOL SUBJECTS. 
Proponents of various subjects, particularly 
the traditional ones, have been anxious to 
claim general mental improvement as an out- 
come of their subjects. The most important 
research on this problem is found in studies 
by Thorndike (1924), Broyler, Thorndike, and 
Woodyard (1927), and Wesman (1945): 
Thorndike devised a plan for comparing the 
tested intelligence of pupils exposed to differ- 
ent school subjects. By working with thot- 
sands of cases, he was able to establish SU?" 
groups taking exactly the same subjects exceP 
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that one group took mathematics whereas the 
other took stenography or cooking. Similar 
groups permitted comparing the transfer 
values of each important pair of subjects. The 
final conclusions, which have been supported 
by later studies with similar technique, are 
that gains in intelligence as a result of follow- 
ing particular subjects are negligible and that 
the differences in effect on intelligence of par- 
ticular subjects are far too small to be given 
weight in planning curriculums. This finding 
was startling to those who had confidence in 
the importance of classical subjects in pro- 
ducing superior intellects. Thorndike consid- 
ered this widespread belief to be the result of 
uncontrolled observation, pointing out that if 
all the best pupils took classical subjects, those 
Subjects would seem to be producing better 
graduates than other curriculums. 

3. METHODS OF INCREASING TRANSFER. Much 
attention has been given to methods of pro- 
moting transfer. Judd (1908) trained two 
groups to throw darts at a target 12 inches 
under water. One group used a trial-and-error 
method, while the other was taught the prin- 
ciples of refraction. When the target was 
moved to a depth of 4 inches, the former group 
Was unable to adapt its previously acquired 
Skill, but the group taught by generalizations 
adapted to the new conditions rapidly. Ham- 
blen (1925) reached similar conclusions in 
Studying the value of Latin for increasing 
ability to understand English derivatives. In 
Classes where no special teaching for transfer 
Was attempted, automatic transfer was negli- 
gible. Where teachers introduced many deriva- 
tions,’ transfer was greater, but substantial 
improvement in dealing with unfamiliar deri- 
vations was obtained only where illustrative 
derivatives were related to rules and principles 
of derivation. Many other studies have con- 
firmed the importance of conscious generaliz- 
'ng in other fields (Katona, 1940, Chaps. I 
and IV), 

Other studies have brought out the impor- 
tance of recognition in transfer. If the learner 

es not identify a problem as an opportunity 
to apply his knowledge, it will not transfer. 
mith (1940) found that many pupils who, 
°r example, were able to erect a perpendicular 
© a horizontal line could not construct a per- 
Pendicular to an oblique side of a triangle. He 
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therefore proposed a teaching method in which 
responses were taught both in simple and 
complex settings, with specific teaching in 
methods of analyzing the complex problems. 
Significant gains in solving new complex prob- 
lems were found. Fawcett (1938) developed 
a course in mathematics stressing “the nature 
of proof” rather than particular theorems. He 
helped pupils see the need for definitions, as- 
sumptions, and proofs in connection with prob- 
lems from their everyday lives and made them 
aware of methods of proof. Tests showed that 
the group made normal progress on geometry 
itself and made impressive gains in ability to 
analyze nonmathematical reasoning about un- 
familiar problems. The control groups, learn- 
ing traditional geometry, did not show transfer 
to nonmathematical materials. 

The reader is referred to more complete 
bibliographies and summaries for detailed list- 
ings of the thousand or so studies bearing on 
transfer (Coover, 1916; McGeoch, 1942, pp. 
394-452; Norem, 1933, pp. 8-35; Sandiford, 
1928, pp. 275-300; Stroud, 1946, pp. 555-597; 
Swenson, 1941). Attention may be drawn to 
the steady improvement in research technique 
shown in these studies. Earlier work was open 
to criticism for failure to use an adequate con- 
trol group, small numbers of cases, emphasis 
on meaningless learning unrelated to problems 
of school or life, training of such short dura- 
tion that little transfer could be expected, 
failure to study long-term transfer effects, and 
failure to measure all types of outcomes. The 
reader must bear these criteria in mind in 
considering particular studies of transfer. 


Vt HEORIES OF TRANSFER 


From time to time, as findings on transfer 
have accumulated, theories to account for the 
results have been advanced. With the excep- 
tion of the initial theory of formal discipline, 
that practice develops mental strength, the 
subsequent theories may be considered suc- 
cessive refinements of a basic idea, rather than 
competing and incompatible notions. The most 
widely discussed theory is Thorndike’s (1906, 
p. 243 f.) theory of identical components. 
When first proposed, under the name “‘identical 
elements,” the theory sought to account for the 
fact that transfer was negligible unless the 
practiced task and the final task had a great 
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deal in common. In keeping with his theory 
that each specific act of learning made use of 
a specific neural bond. Thorndike assumed that 
transfer was greatest when the practiced 
learning and the new learning had the largest 
number of bonds in common. 

Association theory has been modified with 
the passage of time, as research has shown that 
the neural-chain theory is inadequate to 
account for learning. In its modern form, the 
theory of identical components states that the 
extent to which a response transfers to a new 
situation depends on the degree to which the 
new situation resembles the practiced one 
(Gibson, 1941). Situations may resemble each 
other in the specific configuration of the stimu- 
lus (péche and péché are very similar, although 
one means peach and one means sin) or in 
the general character of the situation even 
though all details are different (as when a 
child transfers to an employer attitudes and 
anxieties learned in relation to his father). 

If responses to new situations depend en- 
tirely on familiarity with the various compo- 
nents to be encountered, it is necessary for 
education to equip the pupil with responses to 
all the many components of the situations he 
will meet in life. This led to the “social utility” 
curriculum, which stressed the particular facts 
adults encountered after leaving school. This 
was a major advance, for it removed from 
arithmetic deliberately difficult fractions (e.g. 
121/318, 23/79) which were supposed to pro- 
vide mental development under the discipline 
theory, and replaced them with the limited 
number of fractions actually found in business, 
carpentry, and so on (3/8, 5/32, etc.). In 
social studies, topics and concepts which repre- 
sented only general culture were eliminated in 
favor of the concepts represented in current 
live issues. 

Unfortunately, the highly specific theory of 
identical components made the curricular task 
overwhelming, because of the large number of 
specific learnings needed to solve all future 
problems. Judd added greatly to the design 
of sound curriculums with his stress on a 
theory of generalization (Judd, 1908). This 
theory pointed out that a response could be 
generalized so that the learner would apply 
it to every new situation of a given type. One 
then need not practice with every important 
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fraction, but merely learn the general prin- 
ciples of fractions. Mastery of general social 
and historical principles would equip the sub- 
ject to attack new situations subsumed under 
those principles. One may readily combine the 
Judd and Thorndike theories by considering 
that one way in which two situations may have 
an “identical component” is by falling under 
the same generalization. For a curriculum 
based on generalization, it is necessary that 
the pupil learn generalizations explicitly and 
that he know where they can be applied. 

Gestalt psychologists have made much of the 
fact that learning often is not applied to a new 
situation, no matter how nearly identical to an 
old one, because the subject does not recognize 
the familiar in the new situation. Such criti- 
cisms force one to rephrase the theory of 
transfer as follows. Transfer of a previously 
acquired behavior-pattern to a new situation 
will occur whenever an individual recognizes 
the new situation as similar to the situation 
for which the behavior was learned. We have 
therefore swung through a cycle, from blind 
assumption that transfer is widespread, 
through a period of skepticism when transfer 
was expected only in the narrowest specific 
knowledge and habits, to a theory which looks 
on transfer as common and to be expected, 
provided certain conditions are met. 


IMPLICATIONS FOR EDUCATION 


The educator may draw implications for 
curriculum and classroom practice from many 
of the studies in this area. One of the major 
contributions of the research has been tO 
demonstrate that no particular school subject 
has, in itself, any magical transfer value. To 
argue for teaching geometry, Latin, or phi- 
losophy because it “develops the mind,” “in” 
creases understanding of the common problems 
of modern and ancient civilization,” °" 
“strengthens the control of reason over emo- 
tion,” is to ignore an indisputable body of eV!” 
dence. To examine the likelihood of transfer 
one must question not what school subject 15 
offered but what responses the pupil learns- 


From a study of Latin, one can probably im- y 
prove his English, or become awar€’ of the | 


problems of man and the state, or establish 4 
lifelong enjoyment of Roman poetry, or become 
antagonistic to Latin, the teacher, the school, 
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and “culture” in general. There is no superior 
subject matter for transfer, there are only 
Superior learning experiences. No doubt, 
under skilled teaching, educational psychology, 
art, or cooking can be made the vehicle for 
developing reasoning, a sense of values, or 
superior study habits. 

The teacher in any subject may choose be- 
tween teaching for mastery of his narrow 
Strip of subject matter and teaching for trans- 
fer to life beyond the algebra or the economics 
book. Transfer will not be automatic. The A 
student in algebra or economics will often fail 
to use his skills in problems outside the class- 
room unless the subjects have been taught for 
transfer. There are five major steps in teach- 
ing for transfer: 

1. POINT OUT THE POSSIBILITY OF TRANSFER. 
If pupils expect that what they learn will help 
in later situations, they are most likely to use 
it when opportunity arises. The teacher can 
Introduce specific materials illustrating life 
Situations where the principles of the school 
Subject are applicable: shortcut calculations 
based on algebra, hidden assumptions in the 
reasoning of advertisements for comparison 
with geometric postulates, and habits of dental 
care as an application of knowledge about 
bacteria, Instances of confusingly similar 
Situations may be specifically pointed out to 
reduce negative transfer. 

2. USE VARIED TEACHING MATERIALS, LIKE 
THOSE TO WHICH THE LEARNING IS EXPECTED 
TO TRANSFER. Beyond merely pointing out 
Situations to which learning may transfer, the 
teacher should base the classroom work on life- 
ike materials whenever possible. The more 
* pupil experiences the real situation, the more 
likely he is to recognize his next opportunity to 
respond to it. This principle is illustrated in 

© gradual reduction of verbalism in the 
Schools, exercises with words being replaced 

Y exercises with objects, charts, and motion 
Pictures, The experience of conducting 4 
Student-body election has more in common 
With the experience of a citizen than does 
memorizing the life history of a bill intro- 
Uced in Congress. The class which experi- 
oe on white rats learns more about the 
w ect of nutrition on growth than the o 
t ich merely learns the verbal principles. | 

© algebra class works with the equations in 
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s, a, and g, habits will not become stereotyped 
around the familiar x. The school can never 
provide experience with all important life 
situations and one must still teach for trans- 
fer beyond the materials studied. 

3. DEVELOP MEANINGFUL GENERALIZATIONS. 
Each classroom topic can be thought of as 
something to be learned in itself or as an 
illustration of a broad principle. One may 
memorize Caesar’s biography, or one may ob- 
serve in it the consequences of concentrated 
power. One may learn how the gasoline engine 
operates, or one may derive from it principles 
applicable to all thermodynamic systems. One 
may do an arithmetic problem, or one may 
learn from it a general plan for all problem 
solving. It is these broader principles which 
make a particular learning most widely trans- 
ferable. It is not enough, however, to present 
generalizations. They must be understood by 
the learner, not merely parroted. 

4. PROVIDE PRACTICE IN APPLYING THE GEN- 
ERALIZATION. An essential stage in transfer is 
recognizing a new situation as a special case 
of an old type. One cannot practice such recog- 
nition by drilling on a page of exercises, all 
of one labelled type. Practice is obtained by 
encountering a new situation in a setting 
which does not carry a sign identifying the 
generalization to be used. Some of the best 
experiences for transfer come through en- 
countering algebra in the science text or 
science in the home-economics project. Any 
teacher can set up transfer experiences by 
introducing problems calling for application of 
generalizations in a context which forces the 
student to decide for himself what procedures 
or principles apply. 

5. EVALUATE THE LEARNING EXPERIENCE BY 
DETERMINING How THE PUPIL’s BEHAVIOR IN 
NEW SITUATIONS IS CHANGED. Such evaluation 
stresses for the pupil that learning goes be- 
yond memorizing and points out for the 
teacher his achievements and failures. Test 
materials requiring transfer of principles to 
new problems in most school subjects are 
illustrated in The Measurement of Understand- 


‘ing (National Society for the Study of Edu- 


cation, 1946). 
In the long run transfer has reduced to a 


special case of the problem of learning. One 


136 


EDUCATIONAL 


learns the response one practices, if that 
response has satisfying consequences. 
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16. PROGRAMMED INSTRUCTION: 


INSIGHT VS. CONDITIONING * 


HERBERT A. THELEN 


Suppose I want you to learn that the chemi- 
cal symbol for Sodium is Na, for Potassium, 
K, for Calcium, Ca, and so on down through 
a list of 25 elements. By “learn” I mean 
becoming able, without hesitation, to respond 
with “Na” when I say “Sodium,” with “K” 
when I say “Potassium.” 

Probably the simplest way to teach you is 
through drill. You would read the list of 
elements and symbols and would try to mem- 
orize the connections. Then I would give you 
a list of elements and you would try to write 
the correct symbols. I would correct your 
mistakes and you would try again. We could 
also drill orally, with me naming the elements, 
you responding, me correcting. Or we could 
Conduct the drill on a machine which would 
give you immediate “feedback” of “right” or 

wrong.” 


CONDITIONING 


This sort of learning occurs through “repe- 
tition and “reinforcement” —some sort of 
feedback or response which tends to “fix” the 
Connection between element and symbol in 
Your mind. The objective is to develop the 
Specific habit of associating names and sym- 
bols. This process is called “conditioning.” 

Conditioning is the only process through 
Which nonsense (or near-nonsense) can be 
learned. It can also be used to teach pigeons 
to tread on the right lever in order to get 
grain. It is an efficient way to learn isolated 
bits of information, such as the year in which 
Columbus discovered America, the months of 

© year, and the density of lead. 

* Reprint from the March, 1963, issue of Edu- 


cation, Copyright, 1963, by the Bobbs-Merrill 
°mpany, Inc., Indianapolis, Indiana. 


It is hoped that being told your response is 
correct will make you want to make further 
effort; but, if you don’t really care about it, 
then we will fall back on the notion that gen- 
erally speaking, if a person makes a response 
(never mind for what reason) he is more likely 
to make the same response the next time the 
stimulus is presented. Programmers say that 
such learning tactics “increase the verbal 
repertoire.” 


AN EXPERIMENT 


Let us consider another type of task. Sup- 
pose I want you to learn the quantitative law 
“governing” the period of back-and-forth 
oscillation of a pendulum. I can give you a 
ball of twine, an assortment of weights (dif- 
ferent sizes, shapes, weights, and colors), and 
a.support from which you can hang the weights 
by means of the twine. I would probably also 
give you a yardstick and a stop-watch, al- 
though I might prefer to wait until you asked 
for them. 

My instructions would be to play with the 
things I had just given you and see if you 
could discover what it is that determines how 
rapidly the pendulum will swing back and 
forth; and also just what the relationship is 
between this factor and the rate of swing. 

You would probably begin by using a piece 
of string to hang one of the weights from the 
support, and you would set it in motion and 
notice its regular rate of swing. Your next 
move would probably be either to lengthen or 
to shorten the string and see what happened. 
You would soon get the notion that changing 
the weights (color, weight, shape) made no 
difference, but lengthening or shortening the 
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string resulted in the pendulum swinging 
slower or faster. 

You would then use the yardstick to mea- 
sure the length of the string, and the watch 
to time the swings. You would make several 
measurements and you would find that the 
shorter the string the faster the pendulum, 
but not in direct proportion. 

I might have to give you a hint about 
trying the square root of the length. But we 
would keep at it until you found the rela- 
tionship that worked—which would also mean 
you would have to realize that you had to 
measure from the “middle” (center of gravity) 
of the weight rather than from the hook on 
its top. 

We would discuss what you had done, and 
I would be interested both in your findings 
and your strategy. I would probably want to 
see next if you could make use of the law you 
had discovered to work some problems, and if 
you could use the strategy of controlled experi- 
mentation more efficiently in another discovery 
situation. 


“INSIGHT” LEARNING 


The kind of learning process I have been 
describing is “insight” learning. You explore 
various hunches and at some point you are 
aware of the principle. Then you move sys- 
tematically to demonstrate the principle. You 
cannot make “mistakes” because each “mis- 
take” furthers your inquiry by eliminating an 
unfruitful possibility. 

This sort of insight learning is most effec- 
tive for the learning of principles (the law of 
the pendulum) as distinguished from discrete 
bits of information (how many seconds a 12- 
inch pendulum requires to swing back and 
forth once). Principles learned through this 
sort of discovery tend to be “internalized” ; 
they can be used in many unfamiliar or differ- 
ent situations later. 

If I had merely told you the principle, you 
would memorize my words, but all you would 
have learned is the answer to the specific 
question: What is the law of the pendulum? 

If I had told you the principle and then 
given you some problems to work, you would 
learn to use the formula for making calcula- 
tions, but it would not necessarily be useful 


to you for any other purpose. 
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If I had tried to develop the principle 
through question and answer discussion with 
you, you might develop the insight required 
to use it as part of verbal expositions, but you 
would not be very likely to “see” its operation 
in a wide range of situations in nature later 
(when I was not there). 

Eighty per cent of present programs (those 
using Skinner-linear and Crowder-branching 
rules) teach by the first method, conditioning. 
The remaining twenty per cent teach by @ 
miscellaneous variety of rules, but tend more 
toward their authors’ conceptions of insight 
learning. There is considerable controversy 
about the worth and usefulness of the eighty 
per cent. (The twenty per cent have mostly 
not been available to the public. Their turn 
will come later.) 


THE MAJOR ISSUE 


It seems clear to me that the major issue 
concerning programmed learning is primarily 
the large educational issue of conditioning 
versus insight. This issue, unresolved for two 
thousand years, is still unresolved. Teaching 
programs, educational television, the place and 
nature of achievement tests, the differences 
between education for the masses and for the 
elite—answers to these questions hinge On 
one’s position about conditioning versus in- 
sight learning as the means of education. 

To say this does not mean that there isn’t 
plenty to criticize about present learning PY0- 
grams even for conditioning, but I do not 
think that is the main issue. The issue is 
whether “increasing the verbal repertoire” 18. 
a legitimate educational objective; whether 
conditioned learning of a very large number °. 
fragments of information can in any Way 
contribute to the development of character, 
ability to think critically, ability to apply 
principles, development of interests, and s0 0” 

This is yet to be demonstrated; and it wil 
be hard to demonstrate because we do 2° 
have the sort of evaluation devices and tech- 
niques we need to assess most of these major 
educational objectives. 


THREE COURSES OF ACTION 


Not having the necessary assessment instru- 
ments to measure the significant objectives 
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what shall we do? Three courses of action are 
possible. 

One is to develop the instruments, but the 
present pattern of “achievement tests” is so 
well entrenched at present that I don’t have 
much immediate hope. 

The second course of action is to give up 
our educational mission and settle for a lesser 
one. For the most part this is what the pro- 
grammers are trying to persuade us to do: a 
good program, they would have us believe, is 
one that does as good a job as an average 
teacher in teaching the things that are 
typically measured on achievement tests. This 
seems to me to be a cynical view, the counsel 
of despair. 

The third alternative is the oldest and best; 
it is actually the basis of most teaching. This 
is to study the experiences of the children 
during the learning activity. Thus one may 
assume that if students work absorbedly, 
Come up with ideas that are new to them, try 
to build on each other’s ideas, think up alter- 
native ways to do things, offer and evaluate 
conclusions drawn from experiences they can 
describe-—in such a case we would probably 
Say they were having “worthwhile educative 
experiences” even though we have not yet 
given them a “test.” 

What we are working from is a model in our 
minds of what productive study looks and feels 
like. As long as a classroom full of students 
fits the teacher's model (even though he doesn’t 
know he has one) the teacher simply tries to 
Maintain interaction as it is; but the moment 
the experiences begin to lose their thrust or 
g0 sour, the teacher acts to change the situa- 
tion and get back on the track. 

The best model for classrooms is that of 
educated people utilizing knowledge effectively 
to conduct inquiries into problems, questions 
and issues that they feel are important. This 
Model assumes that one becomes educated by 
acting more and more like an educated person. 

The teacher is satisfied if he believes the 
children are doing this as well as they can, 
Siven their immature status, lack of experi- 
ence, and present skills. If the teacher has no 
Sound internalized image of such an operation, 

en he will act in accordance with some non- 
educative substitute, such as simply being 
comfortable and polite, becoming an audience 


for his play-acting of the expert or executive, 
becoming a congregation for his moralizing, 
becoming glibly informed with a lot of talk 
about (rather than understanding of) phe- 
nomena, becoming “independent” (which 
usually boils down to getting over being im- 
mobilized in an anarchic situation). 

As I say, the big question is what we really 
mean by education—as shown by our actions 
as teachers. What is the nature of an educa- 
tive situation? 


THE BEST POLICY 


There is little doubt that most competent 
opinion by people who have no vested interest 
in particular materials or in the sacred tra- 
ditions of public schools is that we should 
maximize insight learning and minimize con- 
ditioned learning as much as possible. 

There are both theoretical and practical 
objections to conditioned learning as the way 
to useful and utilizable knowledge (even 
though most attitudes and many skills are 
learned through conditioning in the family). 
There are only practical objections (too much 
work) to insight learning. 


SOME HELPFUL DEDUCTIONS 


As applied to programming of materials, 
the following deductions may serve as a start- 
ing set: 

1. The student would be able to define his 
purpose in using the materials in terms of a 
question to be answered, a relationship to be 
sought, a skill to be learned, and he would have 
solid reasons which, for him, justify his learn- 
ing of these things. 

2. The materials would present reasonably 
large or molar “situations” containing many 
elements, and the student would devise his 
own path through these elements, taking them 
in any order he chooses, going back and forth 
among them, having free choice. 

3. Each of these molar situations would 
involve at least two phases: discovery of the 
pattern followed by immediate application, 
summarizing, prediction, or raising of further 
questions that occurred to the student as he 
was working. 

4. During the “search” phase, the student 
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would get immediate feedback when he had 
classified each element appropriately. 

5. During the application or assimilation 
phase, feedback could not be built into the 
program because any of a large number of 
speculations or answers might be right—at 
least from the point of view of the student. 
The feedback for this phase would have to be 
reserved for a non-material third phase: class 
discussion which begins with the testimony of 
several students. 

6. The programmed materials thus would 
lead into class discussion: the reported specu- 
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lations and difficulties of the students during 
the second phase would be testimony from 
which the agenda for discussion is generated. 

7. The discussion would be concerned both 
with the students’ speculations and conclusions 
and with the way in which the students arrived 
at these answers. 

8. Diagnosis of the discussion would lead 
into the formulation of what the students 
need to study next, and a variety of activities 
as appropriate, including further work with 
programmed materials, would then be initi- 
ated. 


17. WHY WE NEED TEACHING MACHINES * 


B. F. SKINNER 


Current suggestions for improving educa- 
tion are familiar to everyone. We need more 
and better schools and colleges. We must pay 
salaries which will attract and hold good 
teachers. We should group students according 
to ability. We must bring textbooks and other 
materials up-to-date, particularly in science 
and mathematics. And so on. It is significant 
that all this can be done without knowing much 
about teaching or learning. Those who are 
most actively concerned with improving edu- 
cation seldom discuss what is happening when 
a student reads a book, writes a paper, listens 
to a lecture, or solves a problem, and their 
proposals are only indirectly designed to make 

‘these activities more productive. In short, 

` there is a general neglect of education method. 

` (Television is no exception, for it is only a 
way of amplifying and extending old methods, 
together with their shortcomings.) 

It is true that the psychology of learning 
has so far not been very helpful in education. 
Its learning curves and its theories of learning 


* From Cumulative Record, Enlarged Edition, 
by B. F. Skinner. Copyright © 1961 by Appleton- 
Century-Crofts, Inc. Reprinted by permission of 
Appleton-Century-Crofts, Division of Meredith 


Corporation. 


have not yielded greatly improved classroom 
practices. But it is too early to conclude that 
nothing useful is to be learned about the be- 
havior of teacher and student. No enterprise 
can improve itself very effectively without 
examining its basic processes. Fortunately, 
recent advances in the experimental analysis 
of behavior suggest that a true technology of 
education is feasible. Improved techniques are 
available to carry out the two basic assign- 
ments of education: constructing extensive 
repertoires of verbal and nonverbal behavior 
and generating that high probability of action 
which is said to show interest, enthusiasm, 0” 
a strong “desire to learn.” 

The processes clarified by an experimental 
analysis of behavior have, of course, always 
played a part in education, but they have bee? 
used with little understanding of their effects, 
wanted or unwanted. Whether by intention 
or necessity, teachers have been less give? 
to teaching than to holding students respo”- 
sible for learning. Methods are still basically 
aversive. The student looks, listens, and 2°" 
swers questions (and, incidentally, sometimes 
learns) as a gesture of avoidance or escape 
A good teacher can cite exceptions, but it is 
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a mistake to call them typical. The birch rod 
and cane are gone, but their place has been 
taken by equally effective punishments (criti- 
cism, possibly ridicule, failure) used in the 
Same way: the student must learn, or else! 

By-products of aversive control in educa- 
tion range from truancy, early drop-outs, and 
school-vandalism to inattention, “mental _fa- 
tigue,” forgetting, and apathy. It does not 
take a scientific analysis to trace these to their 
Sources in educational practice. But more 
_@cceptable techniques have been hard to find. 

LErasmus tells of an English gentleman who 
tried to teach his son Greek and Latin with- 
Out punishment. He taught the boy to use a 
bow and arrow and set up targets in the shape 
or Greek and Latin letters, rewarding each 
hit with a cherry. Erasmus suggested cutting 
letters (from “delicious biscuits.”) As a 
result, we may assume that the boy salivated 
Slightly upon seeing a Greek or Latin text and 
that he was probably a better archer; but any 
effect on his knowledge of Greek and Latin 
1s doubtful, 

Current efforts to use rewards in education 
oe the same indirection. Texts garnished 
With pictures in four colors, exciting episodes 
m 4 Scientific film, interesting classroom ac- 
tivities—these will make a school interesting 
and even attractive (just as the boy probably 
liked his study of Greek and Latin), but to 
ne specific forms of behavior these 
hings must be related to the student’s be- 
een in special ways. Only then will they be 
«a Y rewarding or, technically speaking, 

reinforcing,” 

ba Make a reinforcing event contingent on 

o avior when, for example, we design a piece 
r equipment in which a hungry rat or monkey 

diata Panzee may press a lever ana iiime 
elui Y obtain a bit of food. Such a piece at 
e Pment gives us a powerful control over 

Sue By scheduling reinforcements, ie 
levey Maintain the behavior of piessiie 

of ii, any given strength for loni Pane 

respon e By reinforcing special kinds a 

on onses to the lever—for example, very lig 

or mar Presses or those made with one sae 

po Other—we “shape” different forms 
®raphies of behavior. By yeinforeing 


ly ses 
ee particular stimuli or classes of 
Hi are present, we bring the behavio! 


141 


under the control of the environment. All these 
processes have been thoroughly investigated, 
and they have already yielded standard labora- 
tory practices in manipulating complex forms 
of behavior for experimental purposes. They 
are obviously appropriate to educational 
design. 

In approaching the problem of the educator 
we may begin by surveying available rein- 
forcers. What positive reasons can we give 
the student for studying? We can point to 
the ultimate advantages of an education—to 
the ways of life which are open only to edu- 
cated men—and the student himself may cite 
these to explain why he wants an education, 
but ultimate advantages are not contingent 
on behavior in ways which generate action. 
Many a student can testify to the result. No 
matter how much he may want to become a 
doctor or an engineer, say, he cannot force 
himself to read and remember the page of 
text in front of him at the moment. All notions 
of ultimate utility (as, for example, in eco- 
nomics) suffer from the same shortcoming: 
they do not specify effective contingencies of 
reinforcement. 

CThe gap between behavior and a distant 
consequence is sometimes bridged by a series 
of “conditioned reinforcers.” In the laboratory 
experiment just described a delay of even a 
fraction of a second between the response to 
the lever and the appearance of food may re- 
duce the effectiveness of the food by a mea- 
surable amount. It is standard practice to let 
the movement of a lever produce some visual 
stimulus, such as a change in the illumination 
in the apparatus, which is then followed by 
food. In this way the change in illumination 
becomes a conditioned reinforcer which can 
be made immediately contingent on the re- 
sponse. The marks, grades, and diplomas of 
education are conditioned reinforcers designed 
to bring ultimate consequences closer to the 
behavior reinforced. Like prizes and medals, 
they represent the approval of teachers, par- 
ents, and others, and they show competitive 
superiority, but they are mainly effective 
because they signalize progress through the 
system— toward some ultimate advantage of, 
or at least freedom from, education. To this 
extent they bridge the gap between behavior 
d its remote consequences; but they are still 
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not contingent on behavior in a very effective 
way. 

Progressive education tried to replace the 
birch rod, and at the same time avoid the arti- 
ficiality of grades and prizes, by bringing the 
reinforcers of everyday life into the schools. 
Such natural contingencies have a kind of 
guaranteed effectiveness. But a school is only 
a small part of the student’s world, and no 
matter how real it may seem, it cannot provide 
natural reinforcing consequences for all the 
kinds of behavior which education is to set 
up. The goals of progressive education were 
shifted to conform to this limitation, and many 
worthwhile assignments were simply aban- 
doned. 

Fortunately, we can solve the problem of 
education without discovering or inventing 
additional reinforcers. We merely need to 
make better use of those we have. Human 
behavior is distinguished by the fact that it 
is affected by small consequences. Describing 
something with the right word is often rein- 
forcing. So is the clarification of a temporary 
puzzlement, or the solution of a complex prob- 
lem, or simply the opportunity to move forward 
after completing one stage of an activity. We 
need not stop to explain why these things are 
reinforcing. It is enough that, when properly 
contingent upon behavior, they provide the 
control we need for successful educational de- 
sign. Proper contingencies of reinforcement, 
however, are not always easily arranged. A 
modern laboratory for the study of behavior 
contains elaborate equipment designed to con- 
trol the environment of individual organisms 
during many hours or days of continuous 
study. The required conditions and changes 
in conditions cannot be arranged by hand, not 
only because the experimenter does not have 
the time and energy, but because many con- 
tingencies are too subtle and precise to be 
arranged without instrumental help. The same 
problem arises in education. 

Consider, for example, the temporal pattern- 
ing of behavior called “rhythm.” Behavior is 
often effective only if properly timed. In- 
dividual differences in timing, ranging from 
the most awkward to the most skillful per- 
formances, affect choice of career and of 
artistic interests and participation in sports 
and crafts. Presumably a “sense of rhythm” 
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is worth teaching, yet practically nothing is 
now done to arrange the necessary contin- 
gencies of reinforcement. The skilled typist, 
tennis player, lathe operator, or musician is, 
of course, under the influence of reinforcing 
mechanisms which generate subtle timing, but 
many people never reach the point at which 
these natural contingencies can take over. 

The relatively simple device supplies the 
necessary contingencies. The student taps a 
rhythmic pattern in unison with the device. 
“Unison” is specified very loosely at first (the 
student can be a little early or late at each tap) 
but the specifications are slowly sharpened. 
The process is repeated for various speeds and 
patterns. In another arrangement, the student 
echoes rhythmic patterns sounded by the 
machine, though not in unison, and again the 
specifications for an accurate reproduction are 
progressively sharpened. Rhythmic patterns 
can also be brought under the control of a 
printed score. 

Another kind of teaching machine generates 
sensitivity to properties of the environment. 
We call an effective person “discriminating.” 
He can tell the difference between the colors, 
shapes, and sizes of objects, he can identify 
three-dimensional forms seen from different 
aspects, he can find patterns concealed in other 
patterns, he can identify pitches, intervals, and 
musical themes and distinguish between dif- 
ferent tempos and rhythms—and all of this in 
an almost infinite variety. Subtle discrimina- 
tions of this sort are as important in science 
and industry and in everyday life as in identi- 
fying the school of a painter or the period of 
a composer. 

The ability to make a given kind of discrimi- 
nation can be taught. A pigeon, for example, 
can be made sensitive to the color, shape, and 
size of objects, to pitches, and rhythms, and s0 
on-—simply by reinforcing it when it responds 
in some arbitrary way to one set of stimuli and 
extinguishing responses to all others. The 
same kinds of contingencies of reinforcement 
are responsible for human discriminative be- 
havior. The remarkable fact is that they are 
quite rare in the environment of the average 
child. True, children are encouraged to play 
with objects of different sizes, shapes, and 
colors, and are given a passing acquaintance 
with musical patterns; but they are seldom 
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exposed to the precise contingencies needed to 
build subtle discriminations. It is not surpris- 
ing that most of them move into adulthood 
with largely undeveloped “abilities.” 

The number of reinforcements required to 
build discriminative behavior in the population 
as a whole is far beyond the capacity of 
teachers. Too many teachers would be needed, 
and many contingencies are too subtle to be 
mediated by even the most skillful. Yet 
relatively simple machines will suffice. The 
apparatus is adapted from research on lower 
organisms. It teaches an organism to discrimi- 
nate selected properties of stimuli while 
“matching to sample.” Pictures or words are 
Projected on translucent windows which re- 
Spond to a touch by closing circuits. A child 
can be made to “look at the sample” by rein- 
foreing him for pressing the top window. An 
adequate reinforcement for this response is 
Simply the appearance of material in the lower 
windows, from which a choice is to be made. 

The child identifies the material which cor- 
responds to the sample in some prescribed way 
by Pressing one of the lower windows, and he 
1s then reinforced again—possibly simply be- 
cause a new set of materials now appears on 
the windows. If he presses the wrong window, 
all three choices disappear until the top win- 
dow has been pressed again—which means un- 
til he has again looked at the sample. Many 
other arrangements of responses and rein- 
forcements are, of course, possible. In an 
auditory version, the child listens to a sample 
Pattern of tones and then explores other sam- 
Ples to find a match. 

If devices similar to these were generally 
available in our nursery schools and kinder- 
fartens, our children would be far more skill- 
ful in dealing with their environments. They 
Would be more productive in their work, more 
Sensitive to art and music, better at sports, 
ie So on. They would lead more effective 
"Ves. We cannot assert all this with com- 
Plete confidence on the present evidence, but 
here is no doubt whatsoever that the sped 
tions needed to produce such a state of affairs 
are now lacking. In the light of what we know 
peul differential contingencies of reinforce- 
re Y impoverished. And only machines V d 

medy this, for the required frequency am 
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subtlety of reinforcement cannot otherwise be 
arranged. 

The teacher is, of course, at a disadvantage 
in teaching skilled and discriminative behavior 
because such instruction is largely nonverbal. 
It may be that the methods of the classroom, 
in which the teacher is said to “communicate” 
with the student, to “impart information,” and 
to build “verbal abilities,” are better adapted 
to standard subject matters, the learning of 
which is usually regarded as more than the 
acquisition of forms of behavior or of environ- 
mental control. Yet a second look may be 
worthwhile. Traditional characterizations of 
verbal behavior raise almost insuperable prob- 
lems for the teacher, and a more rigorous 
analysis suggests another possibility. We can 
define terms like “information,” “knowledge,” 
and “verbal ability” by reference to the be- 
havior from which we infer their presence. 
We may then teach the behavior directly. In- 
stead of “transmitting information to the 
student” we may simply set up the behavior 
which is taken as a sign that he possesses in- 
formation. Instead of teaching a “knowledge 
of French” we may teach the behavior from 
which we infer such knowledge. Instead of 
teaching “an ability to read” we may set up 
the behavioral repertoire which distinguishes 
the child who knows how to read from one who 
does not. 

To take the last example, a child reads or 
“shows that he knows how to read” by ex- 
hibiting a behavioral repertoire of great com- 
plexity. He finds a letter or word in a list on 
demand; he reads aloud; he finds or identifies 
objects described in a text; he rephrases sen- 
tences; he obeys written instructions; he þe- 
haves appropriately to described situations; he 
reacts emotionally to described events; and so 
on, in a long list. He does none of this before 
learning to read and all of it afterwards. To 
bring about such a change is an extensive as- 
signment, and it is tempting to try to circum- 
vent it by teaching something called “an ability 
to read” from which all these specific behaviors 
will flow. But this has never actually been 
done. “Teaching reading” is always directed 
toward setting up specific items in such a 
repertoire. r 

Tt is true that parts of the repertoire are not 


independent. A student may acquire some 
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kinds of response more readily for having 
acquired others, and he may for a time use 
some in place of others (for example, he may 
follow written directions not by responding 
directly to a text but by following his own 
spoken instructions as he reads the text aloud). 
In the long run all parts of the repertoire tend 
to be filled in, not because the student is round- 
ing out an ability to read, but simply because 
all parts are in their several ways useful. They 
all continue to be reinforced by the world at 
large after the explicit teaching of reading 
has ceased. 

Viewed in this way, reading can also be more 
effectively taught with instrumental help. A 
pupil can learn to distinguish among letters 
and groups of letters in an alphabet simply as 
visual patterns in using the device and pro- 
cedures just described. He can be taught to 
identify arbitrary correspondences (for ex- 
ample, between capitals and lower-case letters, 
or between handwritten and printed letters) 
in a more complex type of stimulus control 
which is within reach of the same device. With 
a phonographic attachment, correspondences 
between printed letters and sounds, between 
sounds and letters, between words and sounds, 
between sounds and printed words, and so on, 
can be set up. (The student could be taught 
all of this without pronouncing a word, and 
it is possible that he would learn good pro- 


nunciation more quickly if he had first done 


so.) 
The same device can teach correspondences 


between words and the properties of objects. 
The pupil selects a printed or spoken word 
which corresponds in the language to, say, a 
pictured object or another printed or spoken 
word. These semantic correspondences differ 
in important respects from formal matches, 
but the same processes of programming and 
reinforcement can—indeed, must—be used. 
Traditional ways of teaching reading establish 
all these repertoires, but they do so indirectly 
and, alas, inefficiently. In “building a child’s 
need to read,” in motivating “his mental readi- 
ness,” in “sharing information,” and so on, the 
teacher arranges, sometimes almost surrepti- 
tiously, many of the contingencies just listed, 
and these are responsible for whatever is 
learned. An explicit treatment clarifies the 
program, suggests effective procedures, and 
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guarantees a coverage which is often lacking 
with traditional methods. Much of what is 
called reading has not been covered, of course, 
but it may not need to be taught, for once these 
basic repertoires have been established, the 
child begins to receive automatic reinforce- 
ment in responding to textual material. 

The same need for a behavioral definition 
arises in teaching other verbal skills (for ex- 
ample, a second language) as well as the tradi- 
tional subjects of education. In advancing to 
that level, however, we must transcend a limi- 
tation of the device. The student can select a 
response without being able to speak or write, 
but we want him to learn to emit the response, 
since this is the kind of behavior which he will 
later find most useful. The emission of verbal 
behavior is taught by another kind of machine. 
A frame of textual material appearing in the 
square opening is incomplete: in place of cer- 
tain letters or figures there are holes. Letters 
or figures can be made to appear in these holes 
by moving sliders (a keyboard would be an ob- 
vious improvement). When the material has 
been completed, the student checks his re- 
sponse by turning a crank. The machine 
senses the settings of the sliders and, if they 
are correct, moves a new frame of material 
into place, the sliders returning to their home 
position. If the response is wrong, the sliders 
return home, and a second setting must be 
made. 

The machine can tell the student he is wrong 
without telling him what is right. This is an 
advantage, but it is relatively costly. Moreover, 
correct behavior is rather rigidly specified. 
Such a machine is probably suitable only for 
the lower grades. A simpler and cheaper pro- 
cedure, with greater flexibility, is to allow the 
student to compare his written response with 
a revealed text. The device uses this principle. 
It is suitable for verbal instruction beyond the 
lower primary grades—that is, through junior 
high school, high school, and college, and in 
industrial and professional education. Pro- 
grammed material is stored on fan-folded 
paper tapes. One frame of material, the size 
of which may be varied with the nature of the 
material, is exposed at a time. The student 
writes on a separate paper strip. He cannot 
look at unauthorized parts of the material 
without recording the fact that he has done 
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so, because when the machine has been loaded 
and closed, it can be opened only by punching 
the strip of paper. 

The student sees printed material in the 
large window at left. This may be a sentence 
to be completed, a question to be answered, 
or a problem to be solved. He writes his re- 
sponse in an uncovered portion of a paper 
strip at the right. He then moves a slider 
which covers the response he has written with 
a transparent mask and uncovers additional 
material in the larger opening. This may tell 
him that his response is wrong without telling 
him what is right. For example, it may list 
a few of the commonest errors. If the response 
he wrote is among them, he can try again on a 
newly uncovered portion of the paper strip. 
A further operation of the machine covers his 
second attempt and uncovers the correct re- 
Sponse. The student records a wrong response 
by punching a hold alongside it, leaving a rec- 
ord for the instructor who may wish to re- 
view a student’s performance, and operating 
a counter which becomes visible at the end of 
the set. Then the student records the number 
of mistakes he has made and may compare it 
with a par score for the set. 

5 Exploratory research in schools and colleges 
indicates that what is now taught by teacher, 
textbook, lecture, or film can be taught in half 
the time with half the effort by a machine of 
this general type. One has only to see students 
at Work to understand why this is a conserva- 
tive estimate. The student remains active. 
If he stops, the program stops (in marked 
Contrast with classroom practice and educa- 
tional television) ; but there is no compulsion 
for he is not inclined to stop. Immediate and 
frequent reinforcement sustains a lively in- 
terest. (The interest, incidentally, outlasts 
any effect of novelty. Novelty may be relevant 
to interest, but the material in the machine Is 
always novel.) Where current instructional 
Procedures are highly efficient, the gain may 
t be so great. In one experiment involving 
ndustrial] education there was approximately 
aoe saving in the time required for instruc- 
Pipa. Something of the order of a 10% increase 
N retention, and about 90% of the students 
Preferred to study by machine. In general, 

© student generally likes what he is doing; 

© makes no effort to escape—for example, 
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by letting his attention wander. He need not 
force himself to work and is usually free of the 
feeling of effort generated by aversive control. 
He has no reason to be anxious about impend- 
ing examinations, for none are required. Both 
he and his instructor know where he stands at 
all times. 

No less important in explaining the success 
of teaching machines is the fact that each stu- 
dent is free to proceed at his own rate. Hold- 
ing students together for instructional pur- 
poses in a class is probably the greatest source 
of inefficiency in education. Some efforts to 
mechanize instruction have missed this point. 
A language laboratory controlled from a cen- 
tral console presupposes a group of students 
advancing at about the same rate, even though 
some choice of material is permitted. Tele- 
vision in education has made the same mistake 
on a colossal scale. A class of twenty or thirty 
students moving at the same pace is inefficient 
enough, but what must we say of all the stu- 
dents in half a dozen states marching in a 
similar lock step? 

In trying to teach more than one student at 
once we harm both fast and slow learners. The 
plight of the good student has been recognized, 
but the slow learner suffers more disastrous 
consequences. The effect of pressure to move 
beyond one’s natural speed is cumulative. The 
student who has not fully mastered a first les- 
son is less able to master a second. His ulti- 
mate failure may greatly exaggerate his short- 
coming; a small difference in speed has grown 
to an immense difference in comprehension. 
Some of those most active in improving educa- 
tion have been tempted to dismiss slow stu- 
dents impatiently as a waste of time, but it is 
quite possible that many of them are capable 
of substantial, even extraordinary, achieve- 
ments if permitted to move at their own pace. 
Many distinguished scientists, for example, 
have appeared to think slowly. 

One advantage of individual instruction is 
that the student is able to follow a program 
without breaks or omissions. A member of a 
class moving at approximately the same rate 
cannot always make up for absences, and limi- 
tations of contact time between student and 
teacher make it necessary to abbreviate mate- 
rial to the point at which substantial gaps are 
inevitable. Working on a machine, the student 
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can always take up where he left off or, if he 
wishes, review earlier work after a longer 
absence. The coherence of the program helps 
to maximize the student’s success, for by 
thoroughly mastering one step he is optimally 
prepared for the next. Many years ago, in 
their Elementary Principles of Education, 
Thorndike and Gates considered the possibility 
of a book “so arranged that only to him who 
had done what was directed on page one would 
page two become visible, and so on.” With such 
a book, they felt, “much that now requires per- 
sonal instruction could be managed by print.” 
The teaching machine is, of course, such a 
book. 

In summary, then, machine teaching is un- 
usually efficient because (1) the student is 
frequently and immediately reinforced, (2) 
he is free to move at his natural rate, and (3) 
he follows a coherent sequence. These are the 
more obvious advantages, and they may well 
explain current successes. But there are more 
promising possibilities: the conditions ar- 
ranged by a good teaching machine make it 
possible to apply to education what we have 
learned from laboratory research and to ex- 
tend our knowledge through rigorous experi- 
ments in schools and colleges. 

The conceptions of the learning process 
which underlie classroom practices have long 
been out of date. For example, teachers and 
textbooks are said to “impart information.” 
They expose the student to verbal and non- 
verbal material and call attention to particular 
features of it, and in so doing they are said to 
“tell the student something.” In spite of dis- 
couraging evidence to the contrary, it is still 
supposed that if you tell a student something, 
he then knows it. In this scheme, teaching is 
the transmission of information, a notion 
which, through a false analogy, has acquired 
undue prestige from communication engineer- 
ing. Something is undoubtedly transmitted by 
teacher to student, for if communication is in- 
instruction ceases; but the teacher 
is not merely a source from which knowledge 
flows into the student. We cannot necessarily 
improve instruction by altering the conditions 
of transmission—as, for example, by changing 
to a different sensory modality. This is a mis- 
take made by some so-called teaching machines 
which, accepting our failure to teach reading, 


terrupted, 
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have tried to restore communication by using 
recorded speech. The student no longer pores 
over a book, as in the traditional portrait; he 
stares into space with earphones on his head. 
For the same reasons improvements in the 
coding of information may not be immediately 
relevant. 

The student is more than a receiver of in- 
formation. He must take some kind of action. 
The traditional view is that he must “associ- 
ate.” The stream of information flowing from 
teacher to student contains pairs of items 
which, being close together or otherwise re- 
lated, become connected in the student’s mind. 
This is the old doctrine of the association of 
ideas, now strengthened by a scientific, if un- 
critical, appeal to conditioned reflexes: two 
things occurring together in experience some- 
how become connected so that one of them 
later reminds the student of the other. The 
teacher has little control over the process ex- 
cept to make sure that things occur together 
often and that the student pays attention to 
them—for example, by making the experiences 
vivid or, as we say, memorable. Some devices 
called teaching machines are simply ways of 
presenting things together in ways which at- 
tract attention. The student listens to recorded 
speech, for example, while looking at pictures. 
The theory is that he will associate these audi- 
tory and visual presentations. 

But the action demanded of the student is 
not some sort of mental association of con- 
tiguous experiences. It is more objective and, 
fortunately, more controllable than that. To 
acquire behavior, the student must engage im 
behavior. This has long been known. The prin- 
ciple is implied in any philosophy of “learn- 
ing by doing.” But it is not enough simply to 
acknowledge its validity. Teaching machines 
provide the conditions needed to apply the 
principle effectively. 

Only in the early stages of education are we 
mainly interested in establishing forms of be- 
havior. In the verbal field, for example, we 
teach a child to speak, eventually with accept- 
able accent and pronunciation, and later to 
write and spell. After that, topography of be- 
havior is assumed; the student can speak and 
write and must now learn to do so appropri- 
ately—that is, he must speak or write in given 
ways under given circumstances. How he comes 
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to do so is widely misunderstood. Education 
usually begins by establishing so-called formal 
repertoires. The young child is taught to 
“echo” verbal behavior in the sense of repeat- 
ing verbal stimuli with reasonable accuracy. 
A little later he is taught to read—to emit ver- 
bal behavior under the control of textual stim- 
uli. These and other formal repertoires are 
used in later stages of instruction to evoke new 
responses without “shaping” them. 

In an important case of what we call in- 
struction, control is simply transferred from 
So-called formal to thematic stimuli. When a 
student learns to memorize a poem, for ex- 
ample, it is clearly inadequate to say that by 
reading the poem he presents to himself its 
various parts contiguously and then associ- 
ates them. He does not simply read the poem 
again and again until he knows it. (It is pos- 
sible that he could never learn the poem in 
that way.) Something else must be done, as 
anyone knows who has memorized a poem from 
the text. The student must make tentative re- 
Sponses while looking away from the text. He 
must glance at the text from time to time to 
Provide fragmentary help in emitting a par- 
tially learned response. If a recalled passage 
makes sense, it may provide its own automatic 
Confirmation, but if the passage is fragmen- 
tary or obscure, the student must confirm the 
Correctness of an emitted response by refer- 
ring to the text after he has emitted it. 

A teaching machine facilitates this process. 
It presents the poem line by line and asks the 
Student to read it. The text is then “vanished” 
—that is, it becomes less and less clear or less 
and less complete in subsequent presentations. 
Other stimuli (arising from the student’s own 

ehavior in this case) take over. In one pro- 
cedure a few unimportant letters are omitted 
in the first presentation. The student reads 
the line without their help and indicates his 
Success by writing down the omitted letters, 
Which are confirmed by the machine. More of 
the line is missing when it again appears, but 
because he has recently responded to a fuller 
text, the student can nevertheless read it cor- 
rectly, Eventually, no textual stimulus re- 
mains, and he can “recite” the poem. 

(If the reader wishes to try this method on 
a friend or member of his family without a 
Machine, he may do so by writing the poem on 
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a chalk board in a clear hand, omitting a few 
unimportant letters. He should ask his sub- 
ject to read the poem aloud but to make no ef- 
fort to memorize it. He should then erase an- 
other selection of letters. He will have to 
guess at how far he can go without interfering 
with his subject’s success on the next reading, 
but under controlled conditions this could be 
determined for the average student quite ac- 
curately. Again the subject reads the poem 
aloud, making no effort to memorize, though 
he may have to make some effort to recall. 
Other letters are then erased and the process 
repeated. For a dozen lines of average mate- 
rial, four or five readings should suffice to 
eliminate the text altogether. The poem can 
still be “read.” ) 

Memorized verbal behavior is a valuable 
form of knowledge which has played an impor- 
tant role in classical education. There are 
other, and generally more useful, forms in 
which the same processes are involved. Con- 
sider, for example, a labeled picture. To say 
that such an instructional device “tells the 
student the name of the pictured object” is 
highly elliptical—and dangerous if we are 
trying to understand the processes involved. 
Simply showing a student a labeled picture is 
no more effective than letting him read a poem. 
He must take some sort of action. As a formal 
stimulus, the label evokes a verbal response, 
not in this case in the presence of other verbal 
behavior on the part of the student, but in the 
presence of the picture. “The control of the 
response is to pass from the label to the pic- 
ture; the student is to give the name of the 
pictured object without reading it. 

The steps taken in teaching with labeled pic- 
tures can also be arranged particularly well 
with a machine. Suppose we are teaching 
medical-school anatomy at the textbook level. 
Certain labeled charts represent what is to be 
learned in the sense that the student will 
eventually (I) give the names of indicated 
parts and describe relations among them and 
(2) be able to point to, draw, or construct 
models of parts, or relations among them, 
given their names. To teach the first of these, 
we induce the student to describe relations 
among the parts shown on a fully labeled 
chart. One effect of this is that he executes 
the verbal behavior at issue—he writes the 
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names of the parts. More important, he does 
this while, or just after, looking at correspond- 
ing pictured details. He will be able to write 
the names again while looking at a chart 
which shows only incomplete names, possibly 
only initial letters. Finally, he will be able to 
supply the complete names of parts identified 
only by number on still another chart. His 
verbal responses have passed from the control 
of textual stimuli to that of pictured anatomi- 
cal details. Eventually, as he studies a cadaver, 
the control will pass to the actual anatomy of 
the human body. In this sense he then “knows 
the names of the parts of the body and can 
describe relations among them.” .. . 

Learning a poem or the names of pictured 
objects is a relatively straightforward task. 
More complex forms of knowledge require 
other procedures. At an early point, the main 
problem becomes that of analyzing knowledge. 
Traditionally, for example, something called 
a “knowledge of French” is said to permit the 
student who possesses it to do many things. 
One who possesses it can (1) repeat a French 
phrase with a good accent, (2) read a French 
text in all the senses of reading listed above, 
(3) take dictation in French, (4) find a word 
spoken in French on a printed list, (5) obey 
instructions spoken in French, (6) comment in 
French upon objects or events, (7) give orders 
in French, and so on. If he also “knows Eng- 
lish,” he can give the English equivalents of 
French words or phrases or the French equiva- 
lents of English words or phrases. 

The concept of “a knowledge of French” 
offers very little help to the would-be teacher. 
As in the case of reading, we must turn to the 
behavioral repertoires themselves, for these 
are all that have ever been taught when educa- 
tion has been effective. The definition of a 
subject matter in such terms may be extraor- 
dinarily difficult. Students who are “competent 
in first-year college physics,” for example, 
obviously differ from those who are not—but 
in what way? Even a tentative answer to that 
question should clarify the problem of teach- 
ing physics. It may well do more. In the not- 
too-distant future much more genera] issues 
in epistemology may be approached from the 
same direction. It is possible that we shall 
fully understand the nature of knowledge only 
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after having solved the practical problems of 
imparting it. 

Until we can define subject matters more 
accurately and until we have improved our 
techniques of building verbal repertoires, writ- 
ing programs for teaching machines will re- 
main something of an art. This is not wholly 
satisfactory, but there is some consolation in 
the fact than an impeccable authority on the 
excellence of a program is available. The stu- 
dent himself can tell the programmer where 
he has failed. By analyzing the errors made by 
even a small number of students in a pilot 
study, it is usually possible to work a great 
improvement in an early version of a program. 


The teaching machine . . . falls far short of 
the “electronic classrooms” often visualized for 
the schools and colleges of the future. Many 
of these, often incorporating small computers, 
are based on misunderstandings of the learn- 
ing process. They are designed to duplicate 
current classroom conditions. When instruc- 
tion is badly programmed, a student often 
goes astray, and a teacher must come to his 
rescue. His mistakes must be analyzed and 
corrected. This may give the impression that 
instruction is largely a matter of correcting 
errors. If this were the case, an effective ma- 
chine would, indeed, have to follow the student 
into many unprofitable paths and take remedial 
action. But under proper programming noth- 
ing of this sort is required. It is true that a 
relatively important function of the teacher 
will be to follow the progress of each student 
and to suggest collateral material which may 
be of interest, as well as to outline further 
studies, to recommend changes to programs of 
different levels of difficulty, and so on, and to 
this extent a student’s course of study will 
show “branching.” But changes in level of 
difficulty or in the character of the subject 
need not be frequent and can be made as the 
student moves from one set of material to 
another. 

Teaching machines based on the principle of 
“multiple choice” also often show a misunder- 
standing of the learning process. When mul- 
tiple-choice apparatuses were first used, the 
organism was left to proceed by “trial and 
error.” The term does not refer to a behav- 
ioral process but simply to the fact that con- 
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tingencies of reinforcement were left to 
chance: some responses happened to be suc- 
cessful and others not. Learning was not 
facilitated or accelerated by procedures which 
increased the probability of successful re- 
sponses. The results, like those of much class- 
room instruction, suggested that errors were 
essential to the learning process. But when 
material is carefully programmed, both sub- 
human and human subjects can learn while 
making few errors or even none at all. Recent 
research by Herbert S. Terrace, for example, 
has shown that a pigeon can learn to discrimi- 
nate colors practically without making mis- 
takes. The control exerted by color may be 
Passed, via a vanishing technique, to more dif- 
ficult properties of stimuli—again without 
error. Of course we learn something from our 
mistakes—for one thing, we learn not to make 
them again—but we acquire behavior in other 
ways. 

The teaching machines of S. J. Pressey, the 
first psychologist to see the “coming industrial 
revolution in education,” were mechanical ver- 
sions of self-scoring test forms, which Pressey 
and his students also pioneered. They were 
not designed for programmed instruction in 
the present sense. The student was presumed 
to have studied a subject before coming to the 
machine. By testing himself, he consolidated 
What he had already partially learned. For 
this purpose a device which evaluated the stu- 
dent’s selection from an array of multiple- 
Choice items was appropriate. For the same 
Purpose multiple-choice material can, of 
Course, be used in all the machines described 
above, But several advantages of programmed 
instruction are lost when such material is used 
In straightforward instruction. 

In the first place, the student should con- 
Struct rather than select a response, since this 
is the behavior he will later find useful. Sec- 
ndly, he should advance to the level of being 
able to emit a response rather than merely 
recognize a given response as correct. This 
"epresents a much more considerable achieve- 
Ment, as the difference between the sizes of 
reading and writing vocabularies in a foreign 
language demonstrates. Thirdly, and more 
portant, multiple-choice material violates a 
pasic principle of good programming by induc- 
ing the student to engage in erroneous be- 
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havior. Those who have written multiple-choice 
tests know how much time, energy, and in- 
genuity are needed to construct plausible 
wrong answers. (They must be plausible or 
the test will be of little value.) In a multiple- 
choice test, they may do no harm, since a stu- 
dent who has already learned the right answer 
may reject wrong answers with ease and pos- 
sibly with no undesirable side-effects. The 
student who is learning, however, can scarcely 
avoid trouble. Traces of erroneous responses 
survive in spite of the correction of errors or 
the confirmation of a right answer. In multi- 
ple-choice material designed to teach “literary 
appreciation,” for example, the student is 
asked to consider three or four plausible para- 
phrases of a passage in a poem and to identify 
the most acceptable. But as the student reads 
and considers unacceptable paraphrases, the 
very processes which the poet himself used in 
making his poem effective are at work to de- 
stroy it. Neither the vigorous correction of 
wrong choices nor the confirmation of a right 
choice will free the student of the verbal and 
nonverbal associations thus generated. 

Scientific subjects offer more specific ex- 
amples. Consider an item such as the follow- 
ing, which might be part of a course in high 
school physics: 


As the pressure of a gas increases, volume 
decreases. This is because: 
(a) the space between the molecules 
grows smaller 
(b) the molecules are flattened 


GG) Oi 


Unless the student is as industrious and as 
ingenious as the multiple-choice programmer, 
it will probably not have occurred to him that 
molecules may be flattened as a gas is com- 
pressed (within the limits under considera- 
tion). If he chooses item (b) and is corrected 
by the machine, we may say that he “has 
learned that it is wrong,” but this does not 
mean that the sentence will never occur to 
him again. And if he is unlucky enough to 
select the right answer first, his reading of the 
plausible but erroneous answer will be cor- 
rected only “by implication’—an equally 
vague and presumably less effective process. 
In either case, he may later find himself re- 
calling that “somewhere he has read that mole- 
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cules are flattened when a gas is compressed.” 
And, of course, somewhere he has. 

Multiple-choice techniques are appropriate 
when the student is to learn to compare and 
choose. In forming a discrimination, ... an 
organism must be exposed to at least two stim- 
uli, one of which may be said to be wrong. 
Similarly, in learning to “troubleshoot” equip- 
ment there may be several almost equally 
plausible ways of correcting a malfunction. 
Games offer other examples. A given hand at 
bridge may justify several bids or plays, no 
one of which is wholly right and all the others 
wrong. In such cases, the student is to learn 
the most expedient course to be taken among 
a natural array of possibilities. This is not 
true in the simple acquisition of knowledge— 
particularly verbal knowledge—where the task 
is only rarely to discriminate among responses 
in an array. In solving an equation, reporting 
a fact of history, restating the meaning of a 
sentence, or engaging in almost any of the 
other behavior which is the main concern of 
education, the student is to generate responses. 
He may generate and reject, but only rarely 
will he generate a set of responses from which 
he must then make a choice. 

It may be argued that machines which pro- 
vide for branching and decision-making are 
designed to teach more than verbal repertoires 
—in particular, that they will teach thinking. 
There are strategies in choosing from an 
array, for example, which require kinds of be- 
havior beyond the mere emission of correct 
responses. We may agree to this without ques- 
tioning the value of knowledge in the sense of 
a verbal repertoire. (The distinction is not 
between rote and insightful learning, for pro- 
grammed instruction is especially free of rote 
memorizing in the etymological sense of wear- 
ing down a path through repetition.) If an 
“idea” or “proposition” is defined as something 
which can be expressed in many ways, then it 
may be taught by teaching many of these 
” What is learned is more likely to 
arable situations than a 
d generalization is 
under- 


“ways. 
generalize to comp 
single syntactical form, an 
what distinguishes so-called deeper 
standing. 

But not all thinking is verbal. 
first of all, alternative, parallel nonverbal rep- 
ertoires. The mathematician begins with a 


There are, 
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verbal problem and ends with a verbal solu- 
tion, but much of his intervening behavior may 
be of a different nature. The student who 
learns to follow or construct a proof entirely 
by manipulating symbols may not engage in 
this kind of thinking. Similarly, a merely ver- 
bal knowledge of physics, as often seen in the 
student who has “memorized the text,” is of 
little interest to the serious educator. Labora- 
tories and demonstrations sometimes supply 
contingencies which build some nonverbal 
knowledge of physics. Special kinds of teach- 
ing machines could help, for machines are not 
only not confined to verbal instruction, they 
may well make it possible to reduce the em- 
phasis on verbal communication between 
teacher and student. 

A more clear-cut example of the distinction 
between verbal and nonverbal thinking is mu- 
sical composition. The composer who “thinks 
musically” does more than perform on an in- 
strument or enjoy music. He also does more 
than use musical notation. In some sense he 
“thinks” pitches, intervals, melodies, harmonic 
progressions, and so on. It should not surprise 
us that individuals differ greatly in their 
“abilities” to do this, since the necessary con- 
tingencies are in very short supply. One might 
attack the problem by setting up an explicit 
kinesthetic repertoire in which “thinking a 
pitch” takes the form of identifying a position 
on a keyboard. A device which arranges the 
necessary contingencies is under development. 
With its help we may discover the extent to 
which students can in general learn (and at 
what ages they can learn most effectively) to 
strike a key which produces a tone which has 
just been heard. Similar devices might gener- 
ate important forms of nonverbal mathemati- 
cal behavior or the behavior exhibited say, bY 
an inventor conceiving of a device in three 
dimensions, as well as creative repertoires in 
other forms of art. Here is an extraordinary 
challenge to the technology of instrumentation. 

There is another sense in which the student 
must learn to think. Verbal and nonverbal 
repertoires may prepare him to behave in effec- 
tive ways, but he will inevitably face novel 
situations in which he cannot at first respond 
appropriately. He may solve such problems, 
not by exercising some mental ability, but bY 
altering either the external situation or the 
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relative probabilities of parts of his own reper- 
toire. In this way he may increase the proba- 
bility of an adequate response. 

In this sense, thinking consists of a special 
repertoire which we may call self-management. 
For example, the student may alter the extent 
to which the environment affects him by “at- 
tending” to it in different ways. As one step 
in teaching thinking we must teach effective 
attending. The phrase “Pay attention!” is as 
common on the lips of teachers as “Open, 
please” on those of dentists—and for much the 
Same reason: both phrases set up working 
conditions. The student may pay attention to 
avoid punishment and in doing so may learn 
to pay attention, but where aversive sanctions 
have been given up, teachers have resorted to 
attracting and holding attention. The tech- 
niques of the publication and entertainment 
industries are extensively invoked. Primers 
are usually decorated with colored pictures, 
and high school textbooks are sometimes de- 
Signed to resemble picture magazines. Films 
dramatize subject matters in competition with 
Noneducational films and television. } 

Attention which is captured by attractive 
Stimuli must be distinguished from attention 
Which is “paid.” Only the latter must be 
earned. Looking and listening are forms of 
behavior, and they are strengthened by rein- 
forcement. A pigeon can learn to match colors, 
or example, only if it “pays attention to 
them.” The experimenter makes sure that it 
does So, not by attracting its attention, but by 
reinforcing it for looking. Similarly, a well- 
taught student pays attention to sentences, 

lagrams, samples of recorded speech and 
Music, and so on, not because they are attrac- 
tive but because something interesting occa- 
Slonally happens after he has paid attention. 

Most audio-visual devices fail to teach at- 
tention because they stimulate the student be- 
fore he looks or listens closely. No matter how 
Well a four-colored text or a dramatically 
hie experiment in physics attracts A 
ada’ Jt prepares the student only for comics, 

Yertising, picture magazines, television pro 
Sram, and other material which is interesting 
in its face. What is wanted is an adult ert 
wip Seeing a page of black-and-white es 

read it because it may prove interesting 

"fortunately, the techniques associated with 
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captured and paid attention are incompatible. 
Whenever a teacher attracts the attention of a 
student, he deprives him of an opportunity to 
learn to pay attention. Teaching machines, 
with their control over the consequences of 
action, can make sure that paying attention 
will be effectively reinforced. 

Another activity associated with thinking is 
studying—not merely looking at a text and 
reading it but looking and reading for the sake 
of future action. Suppose we show a child a 
picture and later, in the absence of the picture, 
reinforce him generously for correct answers 
to questions about it. If he has done nothing 
like this before, he will probably not be very 
successful. If we then show him another pic- 
ture, he may begin to behave in a different 
way: he may engage in behavior which will 
increase the probability that he will later an- 
swer questions correctly. It will be to his ad- 
vantage (and to ours as educators) if this 
kind of behavior is taught rather than left to 
chance. We teach a student “how to study” 
when we teach him to take notes, to rehearse 
his own behavior, to test himself, to organize, 
outline, and analyze, to look for or construct 
mnemonic patterns, and so on. Some of these 
behaviors are obvious, but others are of more 
subtle dimensions and admittedly hard to 
teach. Machines have an advantage in main- 
taining the contingencies required for indirect 
or mediated reinforcement. 

Other aspects of thinking, including the so- 
lution of personal problems, can also be an- 
alyzed and directly programmed. This is not 
current practice, however. Students are most 
often “taught to think” simply by thrusting 
them into situations in which already estab- 
lished repertoires are inadequate. Some of 
them modify their behavior or the situation 
effectively and come up with solutions. They 
may have learned, but they have not neces- 
sarily been taught, how to think. 

Logicians, mathematicians, and scientists 
have often tried to record and understand 
their own thinking processes, but we are still 
far from a satisfactory formulation of all rele- 
vant behaviors. Much remains to be learned 
about how a skillful thinker examines a situa- 
tion, alters it, samples his own responses with 
respect to it, carries out specific verbal manip- 
ulations appropriate to it, and so on. It is 
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quite possible that we cannot teach thinking 
adequately until all this has been analyzed. 
Once we have specified the behavior, however, 
we have no reason to suppose that it will then 
be any less adaptable to programmed instruc- 
tion than simple verbal repertoires. 

Teaching machines and the associated prac- 
tices of programmed instruction will have 
proved too successful if their practical conse- 
quences are allowed to overshadow their 
promise for the future. We need teaching ma- 
chines to help solve a very pressing problem, 
but we also need them to utilize our basic 
knowledge of human behavior in the design of 
entirely new educational practices. 

Teaching machines are an example of the 
technological application of basic science. It 
is true that current machines might have been 
designed in the light of classroom experience 
and common sense, and that explanations of 
why they are effective can be paraphrased in 
traditional terms. The fact remains that more 
than half a century of the self-conscious ex- 
amination of instructional processes had 
worked only moderate changes in educational 
practices. The laboratory study of learning 
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provided the confidence, if not all the knowl- 
edge, needed for a successful instrumental at- 
tack on the status quo. Traditional views may 
not have been actually wrong, but they were 
vague and were not entertained with sufficient 
commitment to work substantial technological 
changes. 

As a technology, however, education is still 
immature, as we may see from the fact that 
it defines its goals in terms of traditional 
achievements. Teachers are usually concerned 
with reproducing the characteristics and 
achievements of already educated men. When 
the nature of the human organism is better 
understood, we may begin to consider not only 
what man has already shown himself to be, 
but what he may become under carefully de- 
signed conditions. The goal of education 
should be nothing short of the fullest possible 
development of the human organism. An ex- 
perimental analysis of behavior, carried out 
under the advantageous conditions of the 
laboratory, will contribute to progress toward 
that goal. So will practical experiments con- 
ducted in schools and colleges with the help of 
adequate instrumentation. 


18. THE CHEMISTRY OF LEARNING * 


DAVID KRECH 


American educators now talk a great deal 
about the innovative hardware of education, 
about computer-assisted instruction, 8 mm 
cartridge-loading projectors, microtranspar- 
encies, and other devices. In the not too dis- 
tant future they may well be talking about 
enzyme-assisted instruction, protein memory 
consolidators, antibiotic memory repellers, and 
the chemistry of the brain. Although the psy- 
chologists’ learning theories derived from the 
study of maze-running rats or target-pecking 


*David, Krech, “The Chemistry of Learning,” 
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pigeons have failed to provide insights into the 
education of children, it is unlikely that what 
is now being discovered by the psychologist, 
chemist, and neurophysiologist about rat-brain 
chemistry can deviate widely from what we 
will eventually discover about the chemistry of 
the human brain. 

Most adults who are not senile can repeat a 
series of seven numbers—8, 4, 8, 8, 3, 9, 9— 
immediately after the series is read. If, how- 
ever, they are asked to repeat these numbers 
thirty minutes later, most will fail. In the first 
instance, we are dealing with the immediate 
memory span; in the second, with long-term 
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memory. These basic behavioral observations 
lie behind what is called the two-stage memory 
storage process theory. 

According to a common variant of these no- 
tions, immediately after every learning trial 
indeed, after every experience—a short-lived 
electrochemical process is established in the 
brain. This process, so goes the assumption, is 
the physiological mechanism which carries the 
short-term memory. Within a few seconds or 
minutes, however, this process decays and dis- 
appears; but before doing so, if all systems are 
go, the short-term electrochemical process 
triggers a second series of events in the brain. 
This second process is chemical in nature and 
involves, primarily, the production of new pro- 
teins and the induction of higher enzymatic 
activity levels in the brain cells. This process 
is more enduring and serves as the physiologi- 
cal substrate of our long-term memory. 

It would follow that one approach to testing 
our theory would be to provide a subject with 
Some experience or other, then interrupt the 
Short-term electro-chemical process immedi- 
ately—before it has had an opportunity to 
establish the long-term process. If this were 
done, our subject should never develop a long- 
term memory for that experience. , 

At the Albert Einstein Medical School in 
New York, Dr. Murray Jarvik has devised a 
“step-down” procedure based on the fact that 
when a rat is placed on a small platform a few 
inches above the floor, the rat will step down 
onto the floor within a few seconds. The rat 
will do this consistently, day after day. Sup- 
Pose that on one day the floor is electrified, and 
Stepping onto it produces a painful shock. 

hen the rat is afterward put back on the 
Platform—even twenty-four hours later—it 
will not budge from the platform but will re- 
main there until the experimenter gets tired 
and calls the experiment quits. The rat has 
thus demonstrated that he has a long-term 
memory for that painful experience. , 

If we now take another rat, but this time 
interfere with his short-term memory process 
immediately after he has stepped onto the 
electrified floor, the rat should show no evi- 
dence of having experienced a shock when 
tested the next day, since we have not given 
his short-term electrochemical memory process 
an opportunity to initiate the long-term pro- 
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tein-enzymatic process. To interrupt the 
short-term process, Jarvik passes a mild elec- 
tric current across the brain of the animal. 
The current is not strong enough to cause irre- 
parable harm to the brain cells, but it does 
result in a very high level of activation of the 
neurons in the brain, thus disrupting the 
short-term electrochemical memory process. If 
this treatment follows closely enough after the 
animal's first experience with the foot shock, 
and we test the rat a day later, the rat acts as 
if there were no memory for yesterday’s event; 
the rat jauntily and promptly steps down from 
the platform with no apparent expectation of 
shock. 

When a long time-interval is interposed be- 
tween the first foot shock and the electric- 
current (through the brain) treatment, the 
rat does remember the foot shock, and it 
remains on the platform when tested the next 
day. This, again, is what we should have 
expected from our theory. The short-term 
electro-chemical process has now had time to 
set up the long-term chemical memory process 
before it was disrupted. 

Some well known effects of accidental human 
head injury seem to parallel these findings. 
Injuries which produce a temporary loss of 
consciousness (but no permanent damage to 
brain tissue) can cause the patient to experi- 
ence a “gap” in his memory for the events 
just preceding the accident. This retrograde 
amnesia can be understood on the assumption 
that the events immediately prior to the acci- 
dent were still being carried by the short-term 
memory processes at the time of the injury, 
and their disruption by the injury was suffi- 
cient to prevent the induction of the long-term 
processes. The patient asks “Where am I?” 
not only because he does not recognize the 
hospital, but also because he cannot remember 
how he became injured. 

Work conducted by Dr. Bernard Agranoff at 
the University of Michigan Medical School 
supports the hypothesis that the synthesis of 
new brain proteins is crucial for the establish- 
ment of the long-term memory process. He 
argues that if we could prevent the formation 
of new proteins in the brain, then—although 
the short-term electrochemical memory process 
is not interfered with—the long-term memory 
process could never become established. 
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Much of Agranoff’s work has been done with 
goldfish. The fish is placed in one end of a 
small rectangular tank, which is divided into 
two halves by a barrier which extends from 
the bottom to just below the surface of the 
water. When a light is turned on, the fish 
must swim across the barrier into the other 
side of the tank within twenty seconds— 
otherwise he receives an electric shock. This 
training is continued for several trials until 
the animal learns to swim quickly to the other 
side when the light is turned on. Most gold- 
fish learn this shock-avoidance task quite 
easily and remember it for many days. Im- 
mediately before—and in some experiments, 
immediately after—training, Agranoff injects 
the antibiotic puromycin into the goldfish’s 
brain. (Puromycin is a protein inhibitor and 
prevents the formation of new proteins in the 
brain’s neurons.) After injection, Agranoff 
finds that the goldfish are not impaired in their 
acquisition of the shock-avoidance task, but, 
when tested a day or so later, they show al- 
most no retention for the task. 

These results mean that the short-term 
memory process (which helps the animal re- 
member from one trial to the next and thus 
permits him to learn in the first place) is not 
dependent upon the formation of new proteins, 
but that the long-term process (which helps 
the animal remember from one day to the 
next and thus permits him to retain what he 
had learned) is dependent upon the production 
of new proteins. Again, as in the instance of 
Jarvik’s rats, if the puromycin injection comes 
more than an hour after learning, it has no 
effect on later memory—the long-term memory 
process presumably has already been estab- 
lished and the inhibition of protein synthesis 
can now no longer affect memory. In this 
antibiotic, therefore, we have our first chemical 
memory erasure—or, more accurately, a 
chemical long-term memory preventative. 
(Almost identical findings have been reported 
by other workers in other laboratories working 
with such animals as mice and rats, which 
are far removed from the goldfish.) 

Thus far I have been talking about disrupt- 
ing or preventing the formation of memory. 
Now we will accentuate the positive. Dr. 
James L. McGaugh of the University of Cali- 
fornia at Riverside has argued that injections 


of central nervous system stimulants such as 
strychnine, picrotoxin, or metrazol should en- 
hance, fortify, or extend the activity of the 
short-term electrochemical memory processes 
and thus increase the probability that they 
will be successful in initiating long-term mem- 
ory processes. From this it follows that the 
injection of CNS stimulants immediately be- 
fore or after training should improve learning 
performance. That is precisely what McGaugh 
found—together with several additional results 
which have important implications for our 
concerns today. 

In one of McGaugh’s most revealing experi- 
ments, eight groups of mice from two different 
hereditary backgrounds were given the prob- 
lem of learning a simple maze. Immediately 
after completing their learning trials, four 
groups from each strain were injected with a 
different dosage of metrazol—from none to 
five, 10, and 20 milligrams per kilogram of 
body weight. First, it was apparent that there 
are hereditary differences in learning ability— 
a relatively bright strain and a relatively dull 
one. Secondly, by properly dosing the animals 
with metrazol, the learning performance in- 
creased appreciably. Under the optimal dos- 
age, the metrazol animals showed about a 40 
per cent improvement in learning ability over 
their untreated brothers. The improvement 
under metrazol was so great, in fact, that the 
dull animals, when treated with 10 milligrams, 
did slightly better than their untreated but 
hereditarily superior colleagues. 

In metrazol we not only have a chemical 
facilitator of learning, but one which acts as 
the “Great Equalizer” among hereditarily 
different groups. As the dosage was increased 
for the dull mice from none to five to 10 milli- 
grams their performance improved. Beyond 
the 10-milligram point for the dull mice, how- 
ever, and beyond the five-milligram point for 
the bright mice, increased strength of the 
metrazol solution resulted in a deterioration 
in learning. We can draw two morals from 
this last finding. First, the optimal dosage of 
chemical learning facilitators will vary greatly 
with the individual taking the drug (There iS» 
in other words, an interaction between hered- 
ity and drugs) ; second, there is a limit to the 
intellectual power of even a hopped-up South- 
ern California Super Mouse! 
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We already have available a fairly extensive 
class of drugs which can facilitate learning 
and memory in animals. A closer examination 
of McGaugh’s results and the work of others, 
however, also suggests that these drugs do not 
work in a monolithic manner on something 
called “learning” or “memory.” In some in- 
stances, the drugs seem to act on “attentive- 
ness”; in some, on the ability to vary one’s 
attacks on a problem; in some, on persistence; 
in some, on immediate memory; in some, on 
long-term memory. Different drugs work 
differentially for different strains, different 
individuals, different intellectual tasks, and 
different learning components. 

Do all of these results mean that we will 
soon be able to substitute a pharmacopoeia of 
drugs for our various school-enrichment and 
innovative educational programs, and that 
most educators will soon be technologically 
unemployed—or will have to retool and turn 
in their schoolmaster’s gown for a pharma- 
cist’s jacket? The answer is no—as our Berke- 
ley experiments on the influence of education 
and training on brain anatomy and chemistry 
suggest. This research is the work of four— 
Dr. E. L. Bennett, biochemist; Dr. Marian 
Diamond, anatomist; Dr. M. R. Rosenzweig, 
psychologist ; and myself—together, of course, 
with the help of graduate students, techni- 
cians, and, above all, government money. 

Our work, started some fifteen years ago, 
was guided by the same general theory which 
has guided more recent work, but our research 
strategy and tactics were quite different. In- 
stead of interfering physiologically or chem- 
ically with the animal to determine the effects 
of such intervention upon memory storage 
(as did Jarvik, Agranoff, and McGaugh), we 
had taken the obverse question and, working 
with only normal animals, sought to determine 
the effects of memory storage on the chemis- 
try and anatomy of the brain. 

Our argument was this: If the establishment 
of long-term memory processes involves in- 
creased activity of brain enzymes, then ani- 
mals which have been required to do a great 
deal of learning and remembering should end 
up with brains enzymatically different from 
those of animals which have not been so 
challenged by environment. This should be 
especially true for the enzymes involved in 
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trans-synaptic neural activity. Further, since 
such neural activity would make demands on 
brain-cell action and metabolism, one might 
also expect to find various morphological differ- 
ences between the brains of rats brought up 
in psychologically stimulating and psychologi- 
cally pallid environments. 

I describe briefly one of our standard experi- 
ments. At weaning age, one rat from each of 
a dozen pairs of male twins is chosen by lot 
to be placed in an educationally active and 
innovative environment, while its twin brother 
is placed in as unstimulating an environment 
as we can contrive. All twelve educationally 
enriched rats live together in one large, wire- 
mesh cage in a well lighted, noisy, and busy 
laboratory. The cage is equipped with ladders, 
running wheels, and other “creative” rat toys. 
For thirty minutes each day, the rats are 
taken out of their cages and allowed to explore 
new territory. As the rats grow older they 
are given various learning tasks to master, 
for which they are rewarded with bits of 
sugar. This stimulating educational and train- 
ing program is continued for eighty days. 

While these animals are enjoying their rich 
intellectual environment, each impoverished 
animal lives out his life in solitary confine- 
ment, in a small cage situated in a dimly lit 
and quiet room. He is rarely handled by his 
keeper and never invited to explore new en- 
vironments, to solve problems, or join in 
games with other rats. Both groups of rats, 
however, have unlimited access to the same 
standard food throughout the experiment. At 
the age of 105 days, the rats are sacrificed, 
their brains dissected out and analyzed mor- 
phologically and chemically. 

This standard experiment, repeated dozens 
of times, indicates that as the fortunate rat 
lives out his life in the educationally enriched 
condition, the bulk of his cortex expands and 
grows deeper and heavier than that of his 
culturally deprived brother. Part of this in- 
crease in cortical mass is accounted for by an 
increase in the number of glia cells (special- 
ized brain cells which play vital functions in 
the nutrition of the neurons and, perhaps, 
also in laying down permanent memory 
traces) ; part of it by an increase in the size 
of the neuronal cell bodies and their nuclei; 
and part by an increase in the diameters of 
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the blood vessels supplying the cortex. Our 
postulated chemical changes also occur. The 
enriched brain shows more acetylocholinester- 
ase (the enzyme involved in the trans-synaptic 
conduction of neural impulses) and cholines- 
terase (the enzyme found primarily in the 
glia cells). , 

Finally, in another series of experiments 
we have demonstrated that these structural 
and chemical changes are the signs of a “good” 
brain. That is, we have shown that either 
through early rat-type Head Start programs 
or through selective breeding programs, we 
can increase the weight and density of the rat’s 
cortex and its acetylocholinesterase and cho- 
linesterase activity levels. And when we do— 
by either method—we have created superior 
problem-solving animals. 

What does all of this mean? It means that 
the effects of the psychological and educational 
environment are not restricted to something 
called the “mental” realm. Permitting the 
young rat to grow up in an educationally and 
experientially inadequate and unstimulating 
environment creates an animal with a rela- 
tively deteriorated brain—a brain with a thin 
and light cortex, lowered blood supply, dimin- 
ished enzymatic activities, smaller neuronal 
cell bodies, and fewer glia cells. A lack of 
adequate educational fare for the young ani- 
mal—no matter how large the food supply or 
how good the family—and a lack of adequate 
psychological enrichment results in palpable, 
measurable, deteriorative changes in the 
brain’s chemistry and anatomy. 

Returning to McGaugh’s results, we find 
that whether, and to what extent, this or 
that drug will improve the animal’s learning 
ability will depend, of course, on what the 
drug does to the rat’s brain chemistry. And 
what it does to the rat’s brain chemistry will 
depend upon the status of the chemistry in 
the brain to begin with. And what the status 

of the brain’s chemistry is to begin with 
reflects the rat’s early psychological and edu- 
cational environment. Whether, and to what 
extent, this or that drug will improve the 
animal’s attention, or memory, or learning 
ability, therefore, will depend upon the ani- 


mal’s past experiences. I am not talking about 
interaction between “mental” factors on the 
one hand and “chemical” compounds on the 
other. I am talking, rather, about interactions 
between chemical factors introduced into the 
brain by the biochemist’s injection or pills, 
and chemical factors induced in the brain by 
the educator’s stimulating or impoverishing 
environment. The biochemist’s work can be 
only half effective without the educator’s help. 

What kind of educational environment can 
best develop the brain chemically and morpho- 
logically? What kind of stimulation makes 
for an enriched environment? What educa- 
tional experiences can potentiate the effects of 
the biochemist’s drugs? We don’t know. The 
biochemist doesn’t know. It is at this point 
that I see a whole new area of collaboration 
in basic research between the educator, the 
Psychologist, and the neurobiochemist—essen- 
tially, a research program which combines the 
Agranoff and McGaugh techniques with our 
Berkeley approach, Given the start that has 
already been made in the animal laboratory, 
an intensive program of research—with ani- 
mals and with children—which seeks to spell 
out the interrelations between chemical and 
educational influences on brain and memory 
can pay off handsomely. This need not wait 
for the future. We know enough now to get 
started. 
Both the biochemist and the teacher of the 
future will combine their skills and insights 
for the educational and intellectual develop- 
ment of the child, Tommy needs a bit more 
of an immediate memory stimulator; Jack 
could do with a chemical attention-span 
stretcher; Rachel needs an anticholinesterase 
to slow down her mental processes; Joan, some 


Puromycin—she remembers too many details, 
and gets lost, 


To be sure 


» all our data thus far come from 
the brains of 


e chemistry of the brain 
r all, is a fairly complex 
erent from that of the 
human being that he dare neglect 


nge—or even gamble—when the 
stakes are so high? 


— 


Chapter IV 
LEARNING AND THE CLASSROOM 


Throughout the entire history of educational psychology there has been 
controversy over the question of how humans learn. If this controversy 
has been at times heated, virulent, and indeed vituperative, then we would 
quite naturally expect similar discordance when we turn to the question of 
learning in the classroom. In its most simple form the question would 
appear stark. What material do we want our pupils to know e.g. what are 
the goals or “objectives” of a curriculum? Having this in mind, it would 
seem that straightforward, uncomplicated answers could be derived through 
a series of rather simple experiments. If, for example, we want our pupils 
to learn history, it should be possible to develop a reasonably comprehen- 
sive curriculum with lectures, readings, and discussions, without untoward 
problems. Using this curriculum or “unit,” it should be possible to present 
it to the pupils through different teaching procedures and then examine 
which procedures were most effective. 

In a schematic sense, thus the curriculum would equal the “what” and 
the teaching process the “how to.” By holding the curriculum content rea- 
sonably constant, we ought to be able to find out the “best way” to reach 
the goals of education in the classroom. This in essence is the scientific 
method applied to the problems of classroom learning. Hopefully such an 
approach would discover which method of teaching works best. The experi- 
mental model in every day terms is analogous to the television commercial 
about the effectiveness of a particular kind of toothpaste with ingredient 
“X.” The way the claim is tested out is illustrative of the method. Have 
two groups similar in all ways except that one group has toothpaste with 
“X” and the other group has toothpaste without “X,” then after a specified 
period of time see if one group has fewer cavities. 

Although the example may seem mundane, it does fit the experimental 
method of hypothesis testing. The independent variable, the toothpaste, is 
actively manipulated. Some of the toothpaste contains “X” and some doesn’t 
and, most importantly, the experimenter decides which subjects get which 
toothpaste. The dependent variable is the outcome or effect variable, that 
is, the number of cavities. Then, at a later point, or even concurrently with 
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other groups of pupils, we could repeat the study to see if the original 
results hold up a second time. This would be a replication of the study to 
r riginal results. 

eee should come as no surprise to discover that the apparent 
simplicity of the classroom learning problem stated above came unglued 
before the type had time to dry in the first research reports. Measuring 
the effect of the teaching-learning process proved to be much more difficult 
than measuring the effect of toothpaste on cavities. The problem in a 
scientific study of classroom learning-teaching is the genuine difficulty in 
developing an adequate measure of outcome, e.g. learning 
variable as well as the difficulty in syste: 
the independent variable, teaching. 


as a dependent 
matically varying or manipulating 


There were glimmers from some investigations that it might be possible 
to find the answers. An oft-quoted study by Lippitt and White purported 
to show that pupils learned “best” with democratic teaching procedures as 
compared to authoritarian or laissez-faire techniques. While such findings 
were pleasing because of the philosophical overtones and fit nicely into 
the American ethic, a closer examination of the research eviderice indicated 
that no such interpretation was justified. In that study the various styles 
of teaching, democratic, laissez-faire, and authoritarian also included other 


styles that were of major import, 
the authoritarian teacher was not only “bossy” 


cipline, but he also kept the direction 
masks ) exclusively to himself.* 


In reviewing Studies of classroom learning, each new study invariably 
raised more questions than it answered. Educational psychology seemed 
mired in a Swamp without the slightest notion or direction as to how to 


extricate itself. Cynics could say educational psychology had met the 
classroom learning problem and had been defeated! 


Of course the question can be immediately raised, 
difficult to scientifically demonstr. 
Perhaps the problem becomes mo 
humans learn in many different ways 


ance. For example, 
and enforced rigorous dis- 
S and plans for the task (making 


standable if we remember that 
and at different times. When we 
and outside of school, from teachers 
d independently by themselves, then 
hod become even greater. If we add 


ifferent dimensions we soon realize 
why the final answers are not yet in! 


up the variety of learning styles wit 
Little League game we can see dram 


On this latter question we can point 
h a few examples, 


If we watch a 
atically 


the amount of learning that 


* Many such studies have been reviewe 
conclusions were that none of these studi 


popil learning: (sce Anderson, R. C. “A Resume of the Authoritarian-Democratie 
Studies.” Harvard Educ. Review, 1959, 29, 201-215), 
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has taken place through imitation (or as it’s sometimes called, identifica- 
tion). We can spot which major leaguer each particular little leaguer has 
patterned himself after. Obviously a great deal of teaching has taken place. 

In addition to imitation, another learning style might be exemplified by 
the person who hears a joke and then suddenly the next day starts laugh- 
ing. This delayed reaction, as it were, indicates that the person heard the 
joke all right but didn’t get the point until sometime later, when for what- 
ever reason, the joke took on a new meaning. It has often been reported 
that people who work on a problem without success for a long time, may 
then in an off-moment or even in the middle of the night wake up and “see” 
the answer. Many such examples can be found in the biographies of famous 
inventors. These serve as reminders that either in or outside of a class- 
room not everyone learns in a steady step by step sequence even if it 
could be assumed that all the pupils heard all the content that the teacher 
transmitted, all the same way—itself a highly dubious assumption. In 
fact these assumptions that all pupils pay equal attention, hear, see, and 
understand precisely the same way are not only dubious, but absurd. For 
example, when a math teacher turns to page 38 in the math book it would 
require a superman to keep the class moving at the same rate through the 
material on that page. If we had a way of accurately tuning into the 
thoughts and feelings of the pupils in that class at that moment, we would 
realize how different individuals in fact really are. We would “hear” some 
pupils thinking about the lesson at hand, some about the work in the 
prior period or yesterday, others about the other questions, some mundane 
(e.g. “I wonder what’s coming up for lunch?’’), some not so mundane (e.g. 
“If we used numbers to a different base than the base 10, the problem that 
the teacher is doing on the board would look this way ...”). All such 
activities obviously work against what for the most part has been the 
model for traditional teaching in a classroom. 

At the present time, then, we have to be content with the ambiguous 
problems inherent to the teaching-learning process. We have no answers 
but plenty of questions. For example in a regular classroom we would have 
to ask not only what effect the teacher might have on the children but also 
the obverse. Children do have an effect upon how the adult in the room 
actually teaches. It has been a tradition among college students in psy- 
chology on finding a teacher who has at some point avidly denounced for 
example B. F. Skinner’s theory of conditioning, to then develop a scheme 
so that their friends on one side of the room make obvious signs of paying 
attention in the denouncer’s class. They nod, smile, write their class notes 
quite obviously, and ask questions. The other side of the room is collec- 
tively mute, disinterested, and totally “tuned out.” In a remarkably short 
time the teacher will start to focus almost all of his lecture to the side of 
the class where the action is and ignore the disinterested side. It should 
also be noted that young, “bright” school teachers often interact only with 
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the young bright pupils in their classrooms and seldom even call on the 
other pupils. Thus the interaction “effect” really means that teaching and 
learning is a two-way street. 

It is necessary to underscore how little is really known about classroom 
learning in order to understand the somewhat polemic nature of the read- 
ings in this section. Also, and this is particularly relevant to those entering 
teaching as a career, it is important to remember that we have no scien- 
tifically validated plan, or prescribed set of techniques, or single model for 
how to teach children. Pupil “gain,” or how much a student learns in a 
formal class, remains an attractive though relatively difficult goal as the 
ultimate measure of the teaching-learning process. The “hard” evidence 
is not available, and perhaps because of the complexities involved in ac- 
curately assessing any interaction process, we 


may never really achieve 
final answers. 


AN OVERVIEW OF THE READINGS FOR THIS CHAPTER 


In the first article (Selection 19), B. F. Skinner, a behavioral psycholo- 
gist, presents his views on “Why Teachers Fail,” Skinner criticizes the 
teaching methods (e.g. pedagogy) that are usually employed as a kind of 
mixed bag of myths about instruction, romantic conceptions about pupils, 


haviors by teachers themselves. His 


by the responses of other people. Since this is taking place anyway, Skinner 
would suggest, we should make 


specific ends. He presents some 
wittingly, to reinforce behaviors 
central to his position. 


examples of how teachers may tend, un- 
in class they don’t really want. This is 
He carefully distinguishes between the effective 


empting to learn the 
tes make when struck. The latter 
A pupil may be compelled to pay 
—ridicule, Sarcasm, incarceration, 


brings with it a coercive atmosphere, 
attention for fear of teacher sanctions. 
extra homework, ete., but this only ind 
The pupil will quickly develop other m 
tive control. Dropouts and truants ar 


while remaining physically present. 

versality of his suggestions for corr 
reinforcement, one can hardly quest 
aspects of teaching failures. The all too human tendency to punish chil- 
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dren, even though it may take different forms than the “old fashioned” 
method of corporal punishment still effectively inhibits learning. 

The second article (Selection 20) by Carl Rogers, “The Facilitation of 
Significant Learning,” presents a somewhat different perspective on the prob- 
lem. Rogers makes his position abundantly clear at the outset. He views 
teaching as an overrated function. He values as a goal of education not the 
transmittal of knowledge but the facilitation of learning. This is a critical 
point in his argument. Our usual conception of knowledge is that it is a body 
of codified information (for example a lesson plan on the causes of World 
War I) that the teacher desires to transmit to the pupils. The teacher is the 
“expert” if you will, and presents the information to the children. Rogers 
finds such a view of learning as anathema. Self-directed learning, he avers, 
is the genuine goal and will occur only if the pupils feel “prized” as indi- 
viduals by the teacher. Through non-possessive caring, the pupil is liberated 
and can learn in his own way and at his own pace. 

Thus Rogers strongly emphasizes the importance of interpersonal attitudes 
as either facilitating or inhibiting significant learning. Attitudes that reflect 
genuineness as a person, non-judgmental acceptance of others, and empathy 
(note the difference here between sympathy and empathy), will facilitate 
learning. It is, of course, obvious what attitudes inhibit significant learning 
according to Rogers. The author concludes his presentation with some prac- 
tical suggestions to encourage experiential learning. Since experiential learn- 
ing is personal, self-initiated and judged, pervasive and meaningful, his sug- 
gestions should be examined quite carefully. The problem confronting the 
teacher is a difficult one indeed, e.g. to encourage learning without taking 
over for the pupil. 

A third, rather different view is contained in the next article (Selection 
21) by Jerome Bruner, “Learning and Thinking.” While Skinner pro- 
posed the use of the positive reinforcement of behavior and Rogers 
suggested the importance of the interpersonal relationship, Bruner takes 
yet another view. He notes the need to distinguish between thinking and 
learning. Thinking, he equates with passive knowledge reception (in this 
way he agrees with Rogers), while learning is seen as an active process of 
discovery and insight. Discovery is intrinsically rewarding. In other words 
the teacher’s primary responsibility is to create a curriculum that will 
maximize self-discovery and excitement. As a case in point he presents 
the example of fifth grade pupils engaged in “discovering” Chicago. Bruner 
suggests then that the problems of teaching and learning are in fact the 
problems of curriculum. The sets of ideas, e.g. the content of the curriculum 
has been too long neglected. Blandness and superficiality are too often the 
hallmark of the academic subjects we ask children to study. In such a 
context we may promote thinking but hardly any learning. 

If the first three articles represent major theoretical positions on teach- 


ing and learning, the next three articles in the chapter present specific 


161 


162 


EDUCATIONAL PSYCHOLOGY 


examples. O. K. Moore in his article (Selection 22), “Autotelic Responsive 
Environments and Exceptional Children,” demonstrates how children can 
learn specifically under principles of reinforcement. Professor Moore’s 
work started with the development of a “Responsive Environment Labora- 
tory.” In this laboratory, children are placed for short times deliberately 
beyond the reach of significant adults, and through the procedures he 
describes are “taught” to read, speak, write, and listen. The laboratory 
contains a “talking typewriter.” The child’s fingernails are painted with 
colors which match the colors on the keyboard, and when he strikes a key, 
the letter is printed and actually pronounced by the machine. This process 
is highly analogous to the concept and practice of teaching machines dis- 
cussed in the preceeding chapter. Thus the child’s activity, e.g. pressing 
the key, is immediately reinforced both visually and auditorially. From this 
beginning the process moves through phases until the child becomes capable 
of writing stories on his own. Moore finds that kindergarten 
children can produce stories for a class newspaper under s 
His main point in all of this is that children interact dir 
machine and learn without benefit of adults. 

A. S. Neill in the next article (Selection 23), 
sketches a totally different learning environme 
Moore. One can detect the influence of th 
educational philosophers, John Dewey, in “The Idea of Summerhill.” Dewey 
stressed the importance of personal experience, participation and personal 
attitudes in what has been called the “whole-child” approach. Education 
is not just focused on the growing intellectual Capacities or subject matter 
mastery, but on the growing personality. The life of the child is central. 


but living primarily, and learn- 


and first grade 
uch conditions. 
rectly with the 


“The Idea of Summerhill,” 
nt than that portrayed by 
at most famous of all American 


somewhat vivid terms his assump- 
He developed the school on just this 
wise and the environment should help 
own way. This is an idiographie ap- 
ngluar uniqueness of each child 


tions about learning and children. 
premise, that children are innately 
each child unfold or develop in his 


curriculum. Also it is well to note how 
organized with general school meetings y 
the director) have but one vote e 
vades the school. An intriguing question might be 
model of teaching and learning could be gener: 


alized—or to what extent 
does Summerhill’s success derive from its very 


uniqueness, Being totally 
different and a separate residential community may mean it could only 


* Dewey, John. The School and Society. Chicago: Phoenix, 1963 p. 36. 
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operate as an exception to regular schooling. This is not to suggest that 
it necessarily follows, but the question should be examined. This is cer- 
tainly what Skinner suggests in the previous article. Skinner held that 
Summerhill was therapeutic not educational. To a very great extent, in 
any case, the atmosphere seems very close to what Carl Rogers mentioned 
on the necessity of the interpersonal relationship as one basis for learning. 

The article by John Holt (Selection 24), an excerpt from his book How 
Children Fail, continues to develop the theme of this chapter on the ele- 
ments and controversies that surround the question of teaching and learn- 
ing. Holt is quite outspoken and perhaps somewhat less subtle than the 
other authors in this section. Adults (parents and teachers alike) destroy 
the intellectual and creative capacities in children through the misnamed 
process of education. Rather than nurturing inquiry, we develop fear and 
anxiety in pupils. We make them afraid of failing, being wrong, and mak- 
ing mistakes. How can we learn anything if we are afraid? Holt then 
goes on to describe the causes of the problem as well as the effects. Note 
carefully his comments on the stance usually assumed by teachers, a stance 
that soon squelches the excitement of discovery learning. He concludes on 
a deliberately provocative note. We had all better stop pushing children 
around in the name of teaching if we want to allow them to learn. 

The final article (Selection 25) by Jules Henry is titled, “American 
School Rooms: Learning the Nightmare.” In this essay Henry launches a 
broadside at the entire establishment of education. While the school’s 
avowed purpose is to teach, its real function is to induct children into a 
predetermined culture. Thus while Henry skillfully takes apart schooling and 
me time he is actually criticizing the cul- 


lays bare its inequities, at the sa 
h the school is simply a reflection. Having observed teachers 


ture of whic 
and pupils over a six year period, Henry quite obviously took umbrage at 
what he saw. The manipulation of pupils, the “agitated forest of hands,” 
the inculcation of personal competition—these are aspects of the nightmare. 
He claims that the school ultimately transforms the child from his original 
“self” to a “self” that the school can manage. At least there is no ambiguity 
in the concluding article of the selection. Henry makes it frightfully clear 
what dangers he sees in such a system of education. A competitive culture, 
he notes, endures by tearing people down. “Why blame the children for 
doing it?” 

It is probably necessary at this point to restat 
jde a framework for understanding the variety of 


viewpoints represented in the readings. In the first place, it is obvious 
that honest people disagree on important issues, and psychologists and 
ption when the issues are teaching and learning. Of 
be the trend toward exclusiveness by 


e some of our own posi- 


tions in order to prov 


educators are no exce 


greater significance, however, may 
To some degree they all pose singular solutions. Skinner 


nforcement, Rogers the interpersonal dimen- 


all the authors. 
would emphasize positive rei 
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sion, Bruner discovery. Similarly, Moore, Neill, and Holt propose solutions 
almost as singular even though based in practice. Henry, in what really 
amounts to a tour de force, simply demolishes the entire concept of edu- 
cation. If we recall, however, that the teaching-learning process represents 
an interaction and that children learn in multiple ways, we may begin to 
see the enormous scope of the problem. Children do learn by discovery. 
Children do learn when they are positively “reinforced.” Children do learn 
under conditions of a non-possessive “prizing” interpersonal relationship. 
In fact it is almost impossible to prevent a child from learning something, 
whether the “something” will help him grow toward intellectual and per- 
sonal maturity or toward a hatred for learning with concomitant anxiety and 


despair. This is the real question that is constantly posed to all teachers 
all the time. 


19. WHY TEACHERS FAIL *: 


B. F. SKINNER 


The most widely publicized efforts to im- 
prove education show an extraordinary neglect 
of method. Learning and teaching are not 
analyzed, and almost no effort is made to im- 
prove teaching as such. The aid which educa- 
tion is to receive usually means money, and 
the proposals for spending it follow a few 
familiar lines. We should build more and 
better schools. We should recruit more and 
better teachers. We should search for better 
students and make sure that all competent 
students can go to school or college. We should 
multiply teacher-student contacts with films 
and television. We should design new cur- 
ricula. All this can be done without looking 
at teaching itself. We need not ask how those 
better teachers are to teach those better stu- 


* Skinner, B. F., Why Teachers Fail, Lecture to 
Philosophy of Education Society, New York, 1965 
(also appeared in Saturday Review October 16, 
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dents in those better schools, what kinds of 
contact are to be multiplied through mass 
media, or how new curricula are to be made 
effective. 

Perhaps we should not expect questions of 
this sort to be asked in what is essentially 
a consumer’s revolt. Earlier educational re- 
forms were proposed by teachers—a Comenius; 
a Rousseau, a John Dewey—who were familiar 
with teaching methods, knew their shortcom- 
ings, and thought they saw a chance to improve 
them. Today the disaffected are the parents, 
employers, and others who are unhappy about 
the products of education. When teachers 
complain, it is as consumers of education at 
lower levels: graduate school authorities want 
better college teaching, college teachers work 
to improve high school curricula, and so on. 
It is perhaps natural that consumers should 
turn to the conspicuous shortcomings of plant, 
personnel, and equipment rather than to 
method. 

It is also true that educational method has 
not been brought to their attention in a 
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favorable light. Pedagogy is not a prestigious 
word. Its low estate may be traced in part to 
the fact that under the blandishments of 
statistical methods, which promised a new 
kind of rigor, educational psychologists spent 
half a century measuring the results of teach- 
ing while neglecting teaching itself. They 
compared different methods of teaching in 
matched groups and could often say that one 
method was clearly better than another, but 
the methods they compared were usually not 
drawn from their own research or even their 
own theories, and their results seldom gen- 
erated new methods. Psychological studies of 
learning were equally sterile—concentrating 
on relatively unimportant details of a few 
typical learning situations such as the memory 
drum, the maze, the discrimination box, and 
verbal “problems.” The learning and forget- 
ting curves which emerged from these studies 
were never useful in the classroom and came 
to occupy a less and less important place in 
textbooks on educational psychology. Even 
today many distinguished learning theorists 
insist that their work has no practical rele- 
vance. 

For these and doubtless other reasons, what 
has been taught as pedagogy had not been a 
true technology of teaching. College teaching, 
indeed, has not been taught at all. The begin- 
ning teacher receives no professional prepara- 
tion. He usually begins to teach simply as 
he himself has been taught, and if he improves 
it is only in the light of his own unaided 
experience. High school and grade school 
teaching is taught primarily through appren- 
ticeships, in which students receive the advice 
and counsel of experienced teachers. Certain 
trade skills and rules of thumb are passed 
along, but the young teacher’s own experience 
is to be the major source of improvement. 


` Even this modest venture in teacher training 
‘is under attack. It is argued that a good 


teacher is simply one who knows his subject 
matter and is interested in it. Any special 
Knowledge of pedagogy as a basic science of 
teaching is felt to be unnecessary. F 
The attitude is regrettable. No enterprise 
can improve itself to the fullest extent without 
examining its basic processes. A really effec- 
tive educational system cannot be set up until 
we understand the processes of learning and 
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teaching. Human behavior is far too complex 
to be left to casual experience, or even to 
organized experience in the restricted environ- 
ment of the classroom. Teachers need help. In 
particular they need the kind of help offered 
by a scientific analysis of behavior. 
Fortunately such an analysis is now avail- 
able. Principles derived from it have already 
contributed to the design of schools, equip- 
ment, texts, and classroom practices. Some 
acquaintance with its basic formulation is 
beginning to be regarded as important in the 
training of teachers and administrators. This 
paper is not concerned with these positive 
contributions, however, but rather with the 
light which the analysis throws on current 
practices. There is something wrong with 
teaching. From the point of view of an ex- 
perimental analysis of behavior, what is it?” 


AVERSIVE CONTROL 


Corporal punishment has always played an 
important role in education. As Marrou 
(1956) has said 


Education and corporal punishment ap- 
peared as inseparable to a Hellenistic Greek 
as they had to a Jewish or Egyptian scribe 
in the time of the Pharoahs. ... Mon- 
taigne’s well-known description of “pun- 
ished children yelling and masters mad with 
rage” is as true of Latin as it is of Greek 
schools. When the men of antiquity thought 
back to their school days they immediately 
remembered the beatings. “To hold out the 
hand for the cane’—manun ferulae sub- 
ducere—was an elegant Latin way of saying 
“to study.” 


The cane is still with us, and efforts to abolish 
it are vigorously opposed. In Great Britain a 
split leather strap for whipping students called 
a taws can be obtained from suppliers who 
advertise in educational journals, one of whom 
is said to sell three thousand annually. (The 
taws has the advantage, shared by the rubber 
truncheon, of leaving no incriminating 
marks.) 

The brutality of corporal punishment and 
the viciousness it breeds in both teacher and 
student have, of course, led to reform. Usually 
this has meant little more than shifting to non- 
corporal measures, of which education can 
boast an astonishing list. Ridicule (now 
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largely verbalized, but once symbolized by the 
dunce cap or by forcing the student to sit 
facing a wall), scolding, sarcasm, criticism, 
incarceration (being “kept after school”), ex- 
tra school or homework, the withdrawal of 
privileges, forced labor, ostracism, being put 
on silence, and fines—these are some of the 
devices which have permitted the teacher to 
spare the rod without spoiling the child. In 
some respects they are less objectionable than 
corporal punishment, but the pattern remains: 
the student spends a great part of his day 
doing things he does not want to do. A teach- 
er’s methods are basically aversive: (1) if 
students stop work immediately when a class 
is dismissed—dismissal being obviously a 
release from a threat, (2) if they welcome 
rather than regret vacations and unscheduled 
days of no school, (3) if they can be rewarded 
for good behavior by being excused from other 
assignments and punished by being given 
additional assignments, (4) if the teacher 
frequently resorts to injunctions like “Pay 
attention” or “Now remember” and other 
forms of “gentle admonition,” and, of course, 
(5) if the teacher finds it necessary from time 
to time to “get tough” and warn his students 
of aversive measures. The teacher can use 
aversive control because he is either bigger 
and stronger than his students or able to 
invoke the authority of parents or police who 
are. He can coerce students into reading texts, 
listening to lectures, taking part in discus- 
sions, recalling as much as possible of what 
they have read or heard, writing papers, and 
so on. This is perhaps an achievement, but it 
is offset by an extraordinary list of unwanted 
by-products traceable to the basic practice, 
The student who works mainly to escape 
aversive stimulation discovers other ways of 
escaping. He is tardy—‘creeping like snail 
unwillingly to school.” He stays away from 
school altogether. Education has its own word 
for this—“truancy’’—from an old word mean- 
ing wretched. A special policeman, the truant 
officer, deals with offenders by threatening 
still more aversive consequences. The drop-out 


` js a legal truant. Children who commit suicide 
` are often found to have had serious trouble 


a 


in school. 
There are subtler forms of escape. Though 
physically present and looking at teacher or 


EDUCATIONAL PSYCHOLOGY 


text, the student does not pay attention. He is 
hysterically deaf. His mind wanders. He 
daydreams. “Mental fatigue” is usually not a 
state of exhaustion but an uncontrollable 
disposition to escape, and schools deal with it 
by permitting escape to other activities which, 
it is hoped, will also be profitable. The periods 
into which the school day is broken measure 
the limits of successful aversive control rather 
than the capacity for sustained attention. A 
child will spend hours absorbed in play or in 
watching movies or television who cannot sit 
still in school for more than a few minutes 
before escape becomes too strong to be denied. 
One of the easiest forms of escape is simply to 
forget all one has learned, and no one has 
discovered a still more aversive form of control 
to prevent this ultimate break for freedom. 

An equally serious reaction to aversive 
treatment clarified by an experimental analy- 
sis of behavior is to attack the source. If the 
teacher is weak, the student may attack openly. 
Physical attacks on teachers are now common. 
Verbal attacks in the teacher's absence are 
legendary. When the teacher is present, at- 
tacks may take the form of annoyance, and 
students éscape punishment by annoying sur- 
reptitiously—by groaning, shuffling the feet, 
or snapping the fingers. A “tormenter” was a 
surreptitious noise maker especially designed 
for classroom use. 

Counterattack escalates. Slightly aversive 
action by the teacher evokes reactions which 
demand severer measures, to which in turn the 
student reacts still more violently. Escalation 
may continue until one party withdraws (the 
student leaves school or the teacher resigns) 
or dominates completely (the students estab- 
lish anarchy or the teacher imposes a despotic 
discipline). = 
Vandalism is another form of counterattack 
"hich is growing steadily more serious. Many 
cities maintain special police forces to guard 
school buildings on weekends. Schools are now 
being designed so that windows cannot be 
easily broken from the street, A more sweeP- 
Ing counterattack comes later when, as tax- 
Payers or alumni, former students refuse tO 
Support educational institutions. Anti-intel- 
lectualism often represents a general attack on 
all that education represents. 


A much less obvious but equally serious 


Ww. 
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effect of aversive control is plain inaction. The 
student is sullen and unresponsive. He 
“blocks.” Inaction is sometimes a form of 
escape, in which, rather than carry out an 
assignment, the student simply takes punish- 
ment as the lesser evil, or of attack if he thus 
enrages his teacher; but it is also in its own 
right a predictable effect of aversive control. 

All these reactions have emotional accom- 
paniments, Fear and anxiety are character- 
istic of escape and avoidance, anger of coun- 
terattack, and resentment of sullen inaction. 
These are the classical features of juvenile 
delinquency, of psychosomatic illness, and of 
other maladjustments familiar to the admin- 
istrations and health services of educational 
institutions. , 

In college and graduate schools the aversive 
pattern survives in the now almost universal 
system of “assign and test.” The teacher does 
not teach, he simply holds the student respon- 
sible for learning. The student must read 
books, study texts, perform experiments, and 
attend lectures, and he is responsible for doing 
so in the sense that, if he does not correctly 
report what he has seen, heard, or read, he 
will suffer aversive consequences. Questions 
and answers are so staple a feature of educa- 
tion that their connection with teaching almost 
never occasions surprise. As a demand for a 
response which will meet certain specifications, 
a question is almost always slightly aversive. 
An examination is a collection of questions 
which characteristically generates the anxiety 
and panic appropriate to avoidance and escape. 
Reading a student's paper is still likely to be 
called “correcting” it. Examinations are de- 
signed to show principally what the student 
does not know. A test which proves to be too 
easy is made harder before being given again, 
ostensibly because an easy test does not dis- 
criminate, but more probably because the 
teacher is afraid of weakening the threat un- 
der which his students are working. A teacher 

* is judged by his employers and colleagues by 
the severity of the threat he imposes: he is a 
good teacher if he makes his students work 
hard, regardless of how he does so oF of how 
much he teaches them by doing so. He even- 
tually evaluates himself in the same way ; if he 
tries to shift to nonaversive methods, he may 
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discover that he resists making things easy as 
if this necessarily meant teaching less. 

Proposals to add requirements and raise 
standards are usually part of an aversive pat- 
tern. A well known educator has written: “We 
must stiffen the work of our schools . . . we 
have every reason to concentrate on [certain 
subjects] and be unflagging in our insistence 
that they be really learned... . Senior year 
[in high school] ought to be the hardest... . 
[We should give] students work that is both 
difficult and important, and [insist] that it be 
well done. ... We should demand more of our 
students.” These expressions are probably 
intended to be synonymous with “students 
should learn more” or possibly “teachers 
should teach more.” There may be good 
reasons why students should take more mathe- 
matics or learn a modern language more 
thoroughly or be better prepared for college or 
graduate school, but they are not reasons for 
intensifying aversive pressures. A standard is 
a level of achievement; only under a particular 
philosophy of education is it a criterion upon 
which some form of punishment is made 
contingent. 

Most teachers are humane and well disposed. 
They do not want to threaten their students, 
yet they find themselves doing so. They want 
to help, but their offers to help are often de- 
clined. Most students are well disposed. They 

* want an education, yet they cannot force them- 
* selves to study. They know they are wasting 
time. For reasons which they have probably 
not correctly identified, many are in revolt. 
Why should education continue to use the aver- 
sive techniques to which all this is so obviously 
due? Evidently because effective alternatives 
have not been found. It is not enough simply 
to abandon aversive measures. A Summerhill 
is therapeutic, not educational. By withhold- 
ing characteristic punishment teachers may 
help students who have been badly treated 
elsewhere and prepare them to be taught, but 
something else is needed if they are to teach. 
What is that something else, and why has it 
not yet solved the problem? 


TELLING AND SHOWING 


A child sees things and talks about them 
accurately afterward. He listens to news and 
gossip and passes it along. He recounts in 
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great detail the plot of a movie he has seen ora 
book he has read. He seems to have 4 “natural 
curiosity,” a “love of knowledge,” an “inherent 
wish to learn.” Why not take advantage of 
these natural endowments and teach simply by 
bringing the student into contact with the 
world he is to learn about? There are practical 
problems, of course. Only a small part of the 
real world can be brought into the classroom 
even with the aid of films, tape recorders, and 
television, and only a small part of what re- 
mains can be visited outside. Words are easily 
imported, but the verbal excesses of classical 
education have shown how easily this fact may 
lead to a dangerous overemphasis. Within 
reasonable limits, however, is it not possible to 
teach simply by giving the student an oppor- 
tunity to learn in a natural way? 
Unfortunately, a student does not learn 
simply when he is shown or told. Something 
essential to his natural curiosity or wish to 
learn is missing from the classroom. That 
something is positive reinforcement. In daily 
life he looks, listens, and remembers because 
certain consequences are contingent upon his 
doing so. He responds to the things he sees 
and hears, and when his responses are rein- 
forced, he acts in the same way again. He also 
learns to look and listen in special ways which 
encourage remembering because he is rein- 
forced for recalling what he has seen and 
heard, just as a newspaper reporter knows and 
remembers things he sees because he is paid 
` for reporting them. Consequences of this sort 
+ are lacking when a teacher simply shows a 
student something or tells him something. 
Aversive consequences contingent on not- 
looking, not-listening, and not-remembering 
are an effective replacement but raise other 
problems, as we have seen. Positive rein- 
forcers occur in nature, but they are not well 
used in simple showing and telling. 
Rousseau was the great advocate of natural 
learning. Emile was to be taught by the world 
of things. His teacher was to draw his atten- 
tion to that world. Beyond that his education 
was to be negative. The teacher was not to 
arrange consequences, aversive or otherwise. 
But Emile was an imaginary student with 
imaginary learning processes, and when Rous- 
seau’s disciple, Pestalozzi, tried the methods 
on his own flesh-and-blood son, he ran into 
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trouble. His diary (1890) is one of the most 
pathetic documents in the history of education. 
As he walked with his young son beside a 
stream, Pestalozzi would repeat several times, 
“Water flows downhill.” He would show the 
boy that “wood swims in water and . . . stones 
sink.” Whether the child was learning any- 
thing or not he was not unhappy, and 
Pestalozzi could believe that at least he was 
using the right method. But when the world 
of things had to be left behind, failure could 
no longer be concealed. “I could only get him 
to read with difficulty ; he has a thousand ways 
of getting out of it, and never loses an oppor- 
tunity of doing something else.” He could 
make the boy sit still at his lessons by first 
making him “run and play out of doors in the 
cold,” but Pestalozzi himself was then ex- 
hausted. Inevitably, of course, he returned to 
aversive measures: “He was soon tired of 
learning to read, but as I had decided that he 
should work at it regularly every day, whether 
he liked it or not, I determined to make him 
feel the necessity of doing so, from the very 
first, by showing him there was no choice 
between this work and my displeasure, which 
I made him feel by keeping him in.” 


GETTING ATTENTION 


The failure of showing and telling is some- 
times attributed to lack of attention. We are 
often aware that we ourselves are not listening 
or looking carefully when we are not studying 
effectively. How can we keep our mind on & 
text? How can we concentrate? If we are not 
to punish the student for not-looking and not- 
listening, what alternatives are available? 
One possibility is to make sure that there iS 
nothing else in the immediate environment to 
be seen or heard. The schoolroom is isolated 
and freed of distractions, Silence is often the 
rule. Physical constraints are helpful. Ear- 
Phones reassure the teacher that only what is 
to be heard is going into the student's ears. 
The TV screen is praised for its isolation and 
hypnotic effect, A piece of €quipment has been 
Proposed which achieves concentration in the 
following desperate way: the student faces a 
brightly lighted text framed by walls which 
operate on the principle of the blinders once 
worn by carriage horses. His ears are between 
earphones. He reads part of the text aloud and 
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then listens to his recorded voice as he reads it 
again. If he does not learn what he reads, it 
is certainly not because he has not seen it! 
A less coercive practice is to make what is 
to be seen or heard attractive and attention- 
compelling. The advertiser faces the same 
problem as the teacher, and his techniques 
have been widely copied in the design of text- 
books, films, and classroom practices. Bright 
colors, variety, sudden change, big type, ani- 
mated sequences—all these have at least a 
temporary effect in inducing the student to 
look and listen. They do not, however, teach 
the student to look and listen, because they 
occur at the wrong time. A similar weakness 
is seen in making school itself pleasant. 
Attractive architecture, colorful interiors, 
comfortable furniture, congenial social ar- 
rangements, naturally interesting subjects— 
these are all reinforcing, but they reinforce 
only the behaviors they are contingent upon. 
An attractive school building reinforces the 
behavior of coming in sight of it. A colorful 
and comfortable classroom reinforces the be- 
havior of entering it. Roughly speaking, these 
things could be said to strengthen a positive 
attitude toward school. But they provide 
merely the setting for instruction. They do 
not teach what students are in school to learn. 
In the same way audiovisual aids usually 
come at the wrong time to strengthen the 
forms of behavior which are the principal con- 
cern of the teacher. An interesting page 
printed in four colors reinforces the student 
simply for opening the book and looking at it. 
It does not reinforce reading the page or even 
examining it closely; certainly it does not re- 
inforce those activities which result in effec- 
tive recall of what is seen. An interesting lec- 
turer holds his listeners in the sense that they 
look at and listen to him, just as an interesting 
demonstration film reinforces the behavior of 
watching it, but neither the lecture nor the 
film necessarily reinforces listening or listen- 
ing in those special ways which further recall. 
In good instruction interesting things should 
happen after the student has read a page or 
listened or looked with care. The four-color 
Picture should become interesting when the 
text which accompanies it has been read. One 
stage in a lecture or film should be interesting 
only if earlier stages have been carefully ex- 
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amined and remembered. In general, naturally 
attractive and interesting things further the 
primary goals of education only when they en- 
ter into much more subtle contingencies of 
reinforcement than are usually represented by 
audiovisual aids. 


MAKING MEMORABLE 


It is possible that students may be induced 
to learn by making material not only attractive 
but memorable. An obvious example is making 
material easy. The child first learns to write 
in manuscript because it resembles the text 
he is learning to read; he may learn to read 
material printed in a phonetic alphabet; he 
may learn ‘to spell only words he will actually 
use; and so on. This sort of simplification 
shows a lack of confidence in methods of teach- 
ing and often merely postpones the teacher’s 
task, but it is sometimes a useful strategy. 
Material which is well organized is also, of 
course, easier to learn. 

Some current psychological theories suggest 
that material may be made memorable in an- 
other way. Various laws of perception imply 
that an observer “cannot help” seeing things 
in certain ways. The stimulus seems to force 
itself upon the organism. Optical illusions are 
often cited as examples. These laws suggest 
the possibility that material may be presented 
in the form in which it is irresistibly learned. 
Material is to be so “structured” that is 
readily—and almost necessarily—‘‘grasped.” 
Instructional examples are, however, far less 
persuasive than the demonstration offered in 
support of them. In trying to assign an im- 
portant function to the material to be learned, 
it is particularly easy to overlook other parts 
of the contingencies of reinforcement under 
which learning actually occurs. 


THE TEACHER AS A MIDWIFE 


No matter how attractive, interesting, and 
well structured material may be, the dis- 
couraging fact is that it is often not learned. 
Rather than continue to ask why, many educa- 
tional theorists have concluded that the teacher 
cannot really teach at all but can only help the 
student learn. The dominant metaphor goes 
back to Plato. “Socrates . . . possessed no 
other art but maieutics, his mother Phaena- 
rete’s art of delivering; he drew out from 
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souls what they have in them . . .” (Bréhier, 
1963). The student already knows the truth; 
the teacher simply shows him that he knows. 
The archetype is the famous episode in the 
Meno in which Socrates takes an uneducated 
slave boy through Pythagoras’ theorem for 
doubling the square.* In spite of the fact that 
this scene is still widely regarded as an educa- 
tional triumph, there is no evidence that the 
child learned anything. He timidly agrees 
with Socrates’ suggestions and answers lead- 
ing questions, but it is inconceivable that he 
could have reconstructed the theorem by him- 
self when Socrates had finished. Socrates says 
as much later in the dialogue: “If someone 
will keep asking him these same questions 
often and in various forms, you can be sure 
that in the end he will know about them as 
accurately as anybody.” (Socrates was a fre- 
quency theorist!) 

It must be admitted that the assignment 
was difficult. The boy was starting from 
seratch. In his little book, How to solve it, 
Polya (1957) uses the same technique in pre- 
siding at the birth of the formula for the di- 
agonal of a parallelepiped. His students make 
a more positive contribution because they have 
already had some geometry. But any success 
due to previous teaching weakens the claim 
for maieutics. And Polya’s prompting and 
questionings give more help than he wants to 
admit. 

It is only because mathematical proofs seem 
to arise from the nature of things that they 
can be said in some sense to be “known by 
everyone” and simply waiting to be drawn out. 
Even Socrates could not argue that the soul 
knows the facts of history, say, or a second 
language. Impregnation must precede parturi- 
tion. But is it not possible that a presentation 
which has not seemed to be learned is the seed 

from which knowledge grows to be delivered 
by the teacher? Perhaps the intellectual mid- 


* Karl Popper (1962) has argued that the signi- 
ficance of this episode extends far beyond educa- 
tion. “For Meno’s slave is helped by Socrates’ 
judicious questions to remember or recapture the 
forgotten knowledge which his soul possessed in 
its ante-natal state of omniscience. It is, I believe, 
this famous Socratic method, called in the Theae- 
tetus the art of midwifery or maieutic, to which 
Aristotle alluded when he said that Socrates was 
the inventor of the method of induction. 
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wife is to show the student that he remem- 
bers what he has already been shown or told. 
In The Idea of a University Cardinal Newman 
gave an example of the maieutic method ap- 
plied to acquired knowledge. It will stir pain- 
ful memories in many teachers. A Tutor is 
talking with a Candidate about a bit of his- 
tory—a bit of history, in fact, in which Plato’s 
Menon lost his life. 


Tutor. What is the meaning of the word 
Anabasis? Candidate is silent. 

T. You know very well; take your time, 
and don’t be alarmed. Anabasis means . . - 
C. An ascent. 


T. Who ascended. C. The Greeks, Xeno- 
phon. 

T. Very well: Xenophon and the Greeks; 
the Greeks ascended. To what did they as- 
cend? C. Against the Persian king: they 
ascended to fight the Persian king. 

T. That is right... an ascent; but I 
thought we called it a descent when a for- 
eign army carried war into a country? C. 
Is silent. 


T. Don’t we talk of a descent of bar- 
barians? C. Yes. 

T. Why then are the Greeks said to g0 
up? C. They went up to fight the Persian 
king. 

T. Yes; but why up... why not down? 
C. They came down afterwards, when they 
retreated back to Greece. 

T. Perfectly right; they did... but 
could you give no reason why they are said 
to go up to Persia, not down? C. They went 
up to Persia. 

T. Why do you not say they went down? 

pauses, then, ... They went down to 
Persia. 


T. You have misunderstood me... 


Newman warned his reader that the Candi- 
date is “deficient to a great extent . . . not 
Such as it is likely that a respectable school 
would turn out.” He recognized a poor stu- 
dent, but not a poor method. Thousands of 
teachers have wasted years of their lives in 
exchanges which have been no more profitable 
—and all to the greater glory of maieutics and 
out of a conviction that telling and showing 
are not only inadequate but wrong. 


Although the soul has perhaps not always 
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known the truth nor ever been confronted with 
it in a half forgotten experience, it may still 
seek it. If the student can be taught to learn 
from the world of things, nothing else will 
ever have to be taught. This is the method of 
discovery. It is designed to absolve the teacher 
from a sense of failure by making instruction 
unnecessary. The teacher arranges the en- 
vironment in which discovery is to take place, 
he suggests lines of inquiry, he keeps the stu- 
dent within bounds, and so on. The important 
thing is that he tell him nothing. 

The human organism does, of course, learn 
without being taught. It is a good thing that 
this is so, and it would no doubt be a good 
thing if more could be learned in that way. 
Students are naturally interested in what they 
learn by themselves because they would not 
learn if they were not, and for the same rea- 
son they are more likely to remember what 
they learn in that way. There are reinforcing 
elements of surprise and accomplishment in 
Personal discovery which are welcome alterna- 
tives to traditional aversive consequences. But 
discovery is no solution to the problems of 
education. The individual cannot be expected 
to rediscover more than a very small part of 
the facts and principles which have already 
been discovered by others. To stop teaching 
in order that the student may learn for him- 
Self is to abandon education as a medium for 
the transmission of the accumulated knowledge 
and wisdom of a culture. 

There are other difficulties. The position of 
the teacher who encourages discovery is am- 
biguous. Is he to pretend that he himself does 
not know? (Socrates answered Yes. The point 
in Socratic irony is that those who do know 
enjoy a laugh at the expense of those who do 
not.) Or, for the sake of enconraging a joint 
venture in discovery, is the teacher to choose 
to teach only those things which he himself 
has not yet learned? Or is he frankly to say, 
“I know, but you must find out” and to accept 
the consequences’ for his relations with his 
students? if 

Still another difficulty arises when it 
necessary to teach a whole class. How are 
a few good students to be prevented from 
making all the discoveries? When that hap- 
Pens other members of the class not only miss 
the excitement of discovery, they are left to 


is 
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learn material which is presented in a slow 
and particularly confusing way. 

Students should, of course, be encouraged to 
explore, to ask questions, to study by them- 
selves, to be “creative.” When properly ana- 
lyzed the kinds of behavior referred to in such 
expressions can be taught. It does not follow, 
however, that they must be taught by the 
method of discovery. The difficulty is that 
effective instructional practices threaten the 
conception of teaching as a form of maieutics. 
If the student is to “exercise his rational 
powers,” to “develop his mind,” or to learn 
through “intuition or insight,” and so on, then 
it may indeed be true that the teacher cannot 
teach but can only help the student learn. 
When these goals are restated in terms of ex- 
plicit changes in behavior, however, effective 
methods of instruction can be designed. 


THE IDOLS OF THE SCHOOL 


In his famous four Idols Francis Bacon 
formulated some of the reasons why men 
arrive at false ideas. He might have added 
two special Idols of the School which affect 
those who want to improve teaching. The Idol 
of the Good Teacher is the belief that what a 
good teacher can do, any teacher can do. Some 
teachers are, of course, unusually effective. 
They are naturally interesting people, who 
make things interesting to their students. 
They are skillful in handling students, as they 
are skillful in handling people in general. 
They can formulate facts and principles and 
communicate them to others in effective ways. 
Possibly their skills and talents will someday 
be better understood and successfully imparted 
to new teachers. At the moment, however, 
good teachers are true exceptions. The fact 
that a method proves successful in their hands 
does not mean that it will solve important 
problems in education. The Idol of the Good 
Student is the belief that what a good student 
can learn, any student can learn. Because 
they have superior ability or have been exposed 
to fortunate early environments, some students 
learn without being taught. It is quite possible 
that they learn more effectively what they are 
not taught. Possibly we shall someday pro- 
duce more of them. At the moment, however, 
the fact that a method works with good stu- 
dents does not mean that it will work with 
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all. It is possible that we shall progress more 
rapidly toward effective education by leaving 
the good teacher and the good student out of 
account altogether. They will not suffer, be- 
cause they do not need our help. We may then 
devote ourselves to the discovery of practices 
which are appropriate to the remaining— 
what?—ninety-five per cent of teachers and 
students. 

The Idols of the School explain some of the 
breathless excitement with which educational 
theorists return again and again to a few 
standard solutions to their problems. The Idol 
of the Good Teacher suggests that students 
need more personal attention (but students 
learn—often quite effectively—without it). 
The Idol of the Good Student suggests that 
they need more freedom (but in abandoning 
aversive forms of control we need not weaken 
the power of an educational environment). 
Ingenious film demonstrations may make high 
school physics more meaningful and fascinat- 
ing than textbook accounts (but purely verbal 
material may also be exciting, as any physicist 
knows). 

All such proposals for improvement rest 
upon a generalized Idol of the School—that 
personal experience in the classroom is the 
primary source of pedagogical wisdom. It is 
actually very difficult for teachers to profit 
from experience. They almost never learn 
about their long-term successes or failures, 
and their short-term effects are not easily 
traced to the practices from which they pre- 
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sumably arose. Few teachers have time to 
reflect on such matters, and traditional educa- 
tional research has given them little help. 
There may be practical reasons for asking 
whether one method of teaching is better than 
another, but the important thing is to say why 
one is better. 

A much more effective kind of educational 
research is possible. Teaching may be defined 
as the arrangement of contingencies of rein- 
forcement under which behavior changes. 
Such contingencies can be most successfully 
analyzed in studying the behavior of one stu- 
dent at a time under carefully controlled con- 
ditions. Few educators are aware of the extent 
to which human behavior is being examined 
in arrangements of this sort. A true tech- 
nology of teaching is, however, imminent. It 
is beginning to suggest effective alternatives 


to the aversive practices which have caused so 
much trouble. 
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In this chapter, I would like to describe two 
types of learning, two possible aims for edu- 
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of these pairs seems more suitable for today’s 
world. I shall then try to indicate some of 
the ways in which this second view might be 
implemented. 


TWO TYPES OF LEARNING 


COGNITIVE LEARNING. Some learning ap- 
pears to be primarily cognitive, primarily the 
fixing of certain associations. A child can 
learn his letters and numbers in this fashion; 
at a later date he may learn to “rattle off” the 
multiplication table; at a still later date he 
may learn the rules for solving a binomial 
equation or the irregular verbs in French. 
Only very imperceptibly do any of these learn- 
ing changes him. They are like the nonsense 
syllables which the psychologist asks him to 
learn as a participant in an experiment. They 
are learned as part of a task set before him, 
part of a “body of knowledge” which he is to 
acquire. Such learning is often painfully diffi- 
cult and also often quickly forgotten. 

EXPERIENTIAL LEARNING. The other type 
of learning is primarily experiential, or sig- 
nificant or meaningful. The student says, “I 
am discovering—drawing in from the outside 
and making that which is drawn in a real part 
of me.” The adolescent who devours every- 
thing he can read or hear about gasoline en- 
gines in order to make his hot rod faster and 
More efficient exemplifies this type of learning. 
The child who is trying to draw a realistic 
house reads or hears a few simple rules of 
Perspective. He reaches out to grasp this 
material, make it his, use it. This is another 
Instance of meaningful learning. Still another 
is the child who goes to books and the library 
to satisfy his curiosity about earthworms oF 
the hydrogen bomb or sex. The feeling m Ye- 
gard to any experiential learning is, “Now I’m 
grasping what I need and want.” 

I shall define a bit more precisely th 
ments which are involved in such signific 
Or experiential learning. 

1. It has a quality of personal involvement. 
The whole person in both his feeling and cog- 
Nitive aspects is involved in the learning event 

2. It is self-initiated. Even when the im- 
Petus or stimulus comes from outside, the 
Sense of discovery, of reaching out, of graspmg 
and comprehending, comes from within. 

3. It is pervasive. It makes a difference 1n 


e ele- 
ant 
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the behavior, the attitudes, perhaps even the 
personality of the learner. 

4. It is evaluated by the learner. “This is 
not quite what I want—doesn’t go far enough 
ah, this is better, this is what I want to 
know.” The locus of evaluation may be said 
to reside definitely in the learner. 

5. Its essence is meaning. When such learn- 
ing takes place, the element of meaning to the 
learner is built into the whole experience. 


TWO POSSIBLE AIMS FOR EDUCATION 


To TRANSMIT STORED KNOWLEDGE. For the 
most part, the current educational system is 
geared to the aim of inculcating in the young 
the stored knowledge already accumulated, 
together with the values which have guided 
men in the past. Its natural product is the 
informed, essentially passive conformist. 

Historically, there has been much to be said 
for this point of view. Because of a recent 
visit in Australia, I have been reading and 
hearing about the Australian aborigine. For 
twenty thousand years he and his kind have 
survived in a most inhospitable environment 
in which modern man would die. He has sur- 
vived by passing on every bit of knowledge 
and skill he has acquired about a relatively 
unchanging world and frowning upon or ta- 
booing any new ways of meeting the relatively 
unchanging problems. This has been the de- 
scription of American educational goals as 
well. 

To NURTURE THE PR S OF DISCOVERY. 
But modern man is face to face with a situa- 
tion which has never before existed in history. 
The world—of science, of communication, of 
social relationships—is changing at such a 
pace that knowledge stored up in the past is 
not enough. The physicist cannot live by the 

stored knowledge of his science. His confi- 

dence, his basic trust, is in the process by 
which new knowledge is acquired. In like 
fashion, if society is to be able to meet the 
challenges of a more and more rapidly chang- 
ing world—if civilization is to survive—people 
must be able increasingly to live in a process 
manner. The public, like the physicist, will 
` have to put their trust in the process by which 
ı new problems are met, not in the answers to 
, problems of the past. 
This need implies a new goal for education, 
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‘Learning how to learn, involvement in a 
* process of change—these become the primary 
' aims of an education fit for the present world. 
à There must evolve individuals who are capable 
of intelligent, informed, discriminating, adap- 
tive, effective involvement in a process of 
change. Such involvement develops only in the 
individual who has discovered that significant 
learning is, though threatening, even more 
deeply rewarding; who has recognized that it 
is satisfying to take the risk of being open 
to his experience, both of his feelings and 
reactions within and of the evidence his senses 
bring him about the world without. Such an 
individual is in process of change, is con- 
tinually learning, is constructively meeting the 
perplexities of a world in which problems are 
always spawning much faster than their an- 
swers. He has learned that the process of 
change is something in which he can live more 
‘comfortably than in rigidity, that the ability 
' to face the new appropriately is more impor- 
‘tant than being able to repeat the old. This 
is a new type of aim for education, 


TWO SETS OF ASSUMPTIONS 
IN EDUCATION 


ASSUMPTIONS IMPLICIT IN CURRENT EDUCA- 
TION. From an observation of educational in- 
stitutions at all levels (first grade through 
graduate study), I have attempted to abstract 
from the behavior of the educators those 
assumptions or principles upon which they act. 
It should be clear that these six assumptions 
are implicit, rather than explicit—that they 
are drawn from what teachers do, rather than 
from what they say. 

1. The student cannot be trusted to pursue 
his own learning. The attitude of most teach- 
ers and faculty members tends to be one of 
mistrustful guidance. They look suspiciously 
on the student’s aims and desires and devote 
their energies to guiding him along the path- 
way he “should” follow. I believe it is ex- 
tremely rare that students have the feeling 

that they are being set free to learn, on their 
own. 

2. Presentation equals learning. This as- 
sumption is evident in every curriculum, 
every lesson plan. It is especially clear if one 
observes a faculty committee trying to decide 
what topics a course shall “cover.” Tt is clear 
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that what is presented or covered is what is 
learned. Anyone who has used any method 
which taps the actual experience of students 
in a class knows that this assumption could 
not be further from the truth; yet it persists. 

3. The aim of education is to accumulate 
brick upon brick of factual knowledge. There 
must be a “foundation of knowledge.” These 
clearly defined building blocks must be assimi- 
lated before the student can proceed to learn 
on his own. Though this assumption flies in 
the face of everything known about the curve 
of forgetting, it remains an unquestioned 
assumption. 

4. The truth is known. In almost every text- 
book, knowledge is presented as a closed book. 
“These are the facts”—about chemistry or 
history or literature. The student has almost 
no opportunity to realize that in every field it 
is the search for knowledge which is important 
and that the “knowledge” already gained is 
only the best working hypothesis that can be 
formulated at the moment. Only in recent 
years, in such developments as the teaching of 
the “new mathematics” has there been the 
slightest dent in this assumption. 

+ 5. Constructive and creative citizens develop 
from passive learn ers. There seems to be great 
unanimity in the verbalized aim of producing 
good citizens, able to act constructively, with 
an independence and originality adequate to 
the complex problems of today. Yet it is 
equally evident that the main virtue encour- 
aged in classrooms at all levels is that of pas- 
sively learning material which is presented by 
the instructor, which in turn has been selected 
by some educational group as being important 
for the student to learn. This is clearly the way 
in which it is assumed that an independent 
citizenry is developed. 

*6. Evaluation is education, and education is 
evaluation. Taking examinations and prepar- 
ing for the next set of exams is a way of life 
for students. There is little or no thought of 
intrinsic goals, since the extrinsic have become 
all-important. Rarely does the student ask 
himself, “What aspect of this subject or this 
book interests me?” or “How could I find out 
about this particular aspect of life?” The sole 
question is, “What will be asked on the exam- ° 
ination?” It has gradually come to be assumed * 
by teachers, students, and parents that report 
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cards and grades constitute education. When 
a faculty member asked a student what he got 
out of a certain course, the student’s response 
was what one would expect in this system: 
“I gota B.” 

ASSUMPTIONS RELEVANT TO SIGNIFICANT 
EXPERIENTIAL LEARNING. It is my belief that 
in the next few decades there is likely to be 
a revolution in education which will deeply 
challenge the foregoing assumptions. My rea- 
son for believing that such a revolution will 
occur is that I question whether our culture 
can afford to permit its citizens to develop 
under such an educational system. It cannot 
afford to develop citizens who are passive, 
whose knowledge is settled and closed, whose 
Ways of thinking are rigid, who have no feel- 
ing for the process of discovering new knowl- 
edge and new answers. 

The question for this newer approach to 
education will be, “How can the incorporation 
of the process of learning and changing be 
made the deepest purpose of the educational 
experience? In endeavoring to answer this, 
I list below a new set of assumptions which, 
I believe, will replace the present principles. 

1. Human beings have a natural potentiality 
for learning. They are curious about their 
World, they are eager to develop and learn, and 
they have the capacity for making construc- 
tive discriminations between learning oppor- 
tunities, This potentiality for learning, for 
discovery, can be released under suitable con- 
ditions (which I discuss below). In short, the 
Student’s desire to learn can be trusted. 

2. Significant learning takes place when the 
Subject matter is perceived by the student as 
having relevance for his own purposes. When 
an individual has a goal he wishes to achieve 
and when he sees the material available to him 
as relevant to achieving that goal, learnmg 
takes place with great rapidity. How long 
does it take an adolescent to learn to drive a 
car? A very reasonable hypothesis is that the 
time for learning various subjects would be 
Cut to a small fraction of the time currently 
allotted if the material were perceived by the 
learner as related to his own purposes. The 
evidence from various sources indicates that 
ìm many instances one-third to one-fifth at 
the present time allotment would be enc 

3. Much significant learning iS acquire 
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through doing. When a student is attempting 
to cope with a problem which is directly con- 
fronting him, effective learning is likely to 
oecur. The brief, intensive courses for teach- 
ers, doctors, farmers—individuals facing im- 
mediate problems—provide ample evidence of 
learning through doing. The class group which 
becomes involved in a dramatic production— 
selecting the play and the cast, designing and 
making the scenery and costumes, coaching the 
actors, selling tickets—provides similar evi- 
dence. 

4. Learning is facilitated when the student 
participates responsibly in the learning proc- 
ess. This assumption is closely related to the 
preceding. When he chooses his own direc- 
tions, helps to discover his own learning re- 
sources, formulates his own problems, decides 
his own course of action, and lives with the 
consequences of each of these choices, then 
significant learning is maximized. There is 
evidence from industry as well as from the 
field of education that participative learning 
is much more effective than is passive learning. 

5. Self-initiated learning, involving the 
whole person of the learner—feelings as well 
as intellect—is the most pervasive and lasting. 
This hypothesis has been discovered in psycho- 
therapy, where it is the totally involved learn- 
ing of oneself by oneself which is most effec- 
tive. This is not learning which takes place 
“only from the neck up.” It is a “gut-level” 
type of learning—profound and pervasive. It 
can also occur in the tentative discovery of a 
new self-generated idea, in the learning of a 
difficult skill, or in the act of artistic creation— 
painting, poetry, sculpture. One of the most 
important aspects is that in these situations 
the learner knows it is his own learning, and 
thus can hold to it or relinquish it in the face 
of a more profound learning, without having to 
turn to some authority for corroboration of 
his judgment. 

6. Creativity in learning is best facilitated 
when self-criticism and self-evaluation are pri- 
mary, and evaluation by others is of secondary 
importance. Creativity blossoms in an atmo- 
sphere of freedom. The best research organi- 
zations, in industry as well as in the academic 
world, have learned that external evaluation is 
largely fruitless if the goal is creative work. 
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The individual must be permitted to make his 
own evaluation of his own efforts. ; 

7. The most socially useful learning in the 
modern world is the learning of the process of 
learning, a continuing openness to experience, 
an incorporation into oneself of the process of 
change. I have already discussed this assump- 
tion in speaking of the second aim in educa- 
tion. 


CONDITIONS FACILITATING 
EXPERIENTIAL LEARNING 


If significant experiential learning is the 
preferred type, if the goal for education is to 
facilitate an openness to the process of change, 
if the educational approach is to be based on 
the assumptions or hypotheses stated in the 
preceding section, how may these purposes be 
implemented? Fortunately, much has been 
discovered (particularly in the field of psycho- 
therapy) about the conditions which make for 
significant or experiential learning by the 
whole person. I would like to summarize these 
conditions as I understand them, as they apply 
not only to the climate created by the teacher 
in his classroom, but to the faculty of the 
teacher-training institution and to adminis- 
trators of schools at all levels, 

CONFRONTING A PROBLEM. There is no doubt 
that experiential learning takes place most 
effectively when the individual is face to face 
with a problem which is meaningful to him, 
a problem to which he desires a solution. It is 
perhaps not impossible to promote significant 
learning in the absence of such a confronta- 
tion with a problem but it is much more diffi- 


cult. The current tendency to insulate the «into a direct 


elementary- and high-school pupil from any 
of the real problems of life constitutes a diffi- 
culty for the teacher at these levels. 

Teacher education is more fortunate in this 
respect. The prospective teacher can readily 
be given some experience in the classroom— 
observing, helping, being responsible for por- 
tions of the teaching—so that he becomes 
sharply and vividly aware of the difficult 
problems he will soon be facing on his own 
responsibility; hence, he is well motivated 
toward significant learning. 

It is not quite so clear whether the teacher- 
training institution is aware of the problems 
it confronts. To the extent, however, that the 
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faculty and administration of such an insti- 
tution are aware of the intense critical public 
interest in education, to the extent that they 
are aware of the acute problems posed by a 
sharp increase in student population, to the 
extent that they realize the ineffectiveness of 
most professional education as carried on 
today—to this degree they will recognize the 
profound problems with which they are con- 
fronted and will also be in a mood for self- 
initiated learning. 

DEVELOPING CERTAIN ATTITUDES. Once the 
individual or the institution is clearly aware 
of a problem, there seems to be evidence that 
certain attitudinal sets in the facilitator of 
learning increase the likelihood that experien- 
tial learning will] take place. I will endeavor 
to describe three of these attitudes in some- 
what general terms so that the principles apply 
to the facilitation of learning, whether in ad- 
ministrators and faculty members of the teach- 
er-training institution, in the prospective 
teacher, in a classroom teacher taking further 
training on the job, or in the pupil in the 
classroom, 

Realness. Perhaps the most basic of these 
essential attitudes is realness or genuineness. 
When the facilitator is a real person, being 
what he really is 
ship with the learner 


and entering into a relation-/ 
without presenting a} 


front or a facade, he is likely to be effective. 1 


To be real in this sense means that the feelings 
which he is experiencing are available to him, 
available to his awareness, that he is able to 
live, these feelings and able to communicate 
them if appropriate. It means that he comes 
personal encounter with the 


learner, meeting him on a person-to-person 
+ basis. It means that he is being himself, not 
denying himself. 
With this 


attitude, the teacher can be a real 
Person in his relationship with his students. 
He can be enthusiastic, he can be bored, he can 
be interested in students, he can be angry, he 


can be sensitive and sympathetic. Because he , 


accepts these feelings as his own, he has no 
need to impose them on his students. He can 
dislike a student product without implying 
that it is objectively bad or that the student 
is bad. He is simply expressing a feeling of 
dislike for the product, a feeling which exists 


within himself, Thus, he is a person to his 
nee 
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students, not a faceless embodiment of a cur- 


ricular requirement or a sterile tube through 
which knowledge is passed from one generation 
to the next. 

It is obvious that this attitudinal set, found 
to be effective in psychotherapy, is in sharp 
contrast with the tendency of most teachers 
to show themselves to their pupils simply in 
their teaching “role.” It is quite customary 
for teachers rather consciously to put on the 
mask, the role, the facade, of being a teacher 
and_to wear this facade all day, removing it 
only when they have left the school. 

Acceptance. Another attitude which stands 
out in the work of those who have been 
Successful in promoting experiential learning 
1S acceptance, a prizing of the student, a priz- 
ing of his feelings and his opinions. When the 
facilitator values the individual learner as 
having worth and when this prizing extends 
to every facet of this individual, then the likeli- 
hood that experiential learning will take place 
'S greatly increased. A teacher who has such 
an attitude can be fully acceptant of the fear 
and hesitation of the student as he approaches 
a new problem as well as of the satisfaction 

€ feels in achievement. Such a teacher can 
accept the student’s occasional apathy, his 
desire to explore byroads of knowledge, as 
Well as his disciplined efforts to achieve major 
Boals. Tf he can accept personal feelings which 
both disturb and promote learning—rivalry 
ans Sibling, hatred of authority, concern 
about Personal adequacy—then he is certainly 
“uch a teacher. What I am describing is à 
Prizing of the learner as an imperfect human 
eing with many feelings, many potentialities. 
i means that the facilitator cares for the 
carner in a nonpossessive way; he is willing 
ed the learner to be a separate person. His 
Prizing or acceptance of the learner is an 
Operational expression of his essential confi- 
ence in the capacity of the human organism. 

Empathie Understanding. A further ele- 
ment which establishes a climate for experien- 
ma learning is empathie understanding. 

hen the teacher has the ability to understand 
the student's reactions from the inside, has @ 
Sensitive awareness of how the process of edu- 
ration and learning appears to the student, 
“nen again the likelihood of personally mean- 
'ngful learning is increased. 


This kind of understanding is sharply differ- 
ent from the usual evaluative understanding 
which follows the pattern of, “I understand 
what is wrong with you.” When there is a 
sensitive empathy, however, the reaction in the 
learner follows something of this pattern: “At 
last someone understands how it feels and 
seems to be me without wanting to analyze 
me or judge me. Now I can blossom and grow 
and learn.” 

Summary. There is an increasing number 
of studies which lend confirmation to the view 
that when these three attitudes exist in the 
therapeutic relationship, they bring about con- 
structive learning and change in the individual 
(Barret-Lennard, 1962; Rogers, 1957, 1967). 
There is at least one pilot study indicating 
that teachers who are regarded by their su- 
periors as outstanding show these attitudinal 
qualities in much higher degree than teachers 
who are rated as less effective (Barrett- 
Lennard, 1960). Since the aim of education, . 
like the aim of therapy, is to produce creative ' 
and adaptive individuals, well informed about ' 
themselves and their world, it does not seem ` 
too great a leap to suggest that these attitudes 
are as basic to the facilitation of learning in 
education as they are to the facilitation of 
learning in psychotherapy. 

ProvipiInc RESOURCES. In addition to the 
learner’s face-to-face confrontation with a 
problem and the facilitator’s evincing the atti- 
tudes described above, there must be resources 
for learning. It is usually the responsibility 
of the facilitator to see that all types of re- 
sources are made available. These may be 
material resources, tools, laboratory equip- 
ment, supplies, and the like. They may be 
opportunities for observation—visiting a class- 
room, listening to tape recordings, going to 
a children’s hospital. They may be written 
resources presenting the stored experiences of 
others—books, articles, reprints, student 
papers and reports. They may be personal 
resources—contact with individuals whose 
work or experience can contribute to the learn- 
ing. Certainly, much of the effectiveness of 
the facilitator depends upon his imaginative 
organization of resources and his ability to 
make these resources easily and psychologically 


available to the learner. 
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SOME PRACTICAL WAYS OF 
ENCOURAGING EXPERIENTIAL 
LEARNING 


Keeping in mind the conditions which have 
been described, I turn now to some of the 
newer developments in education, practical 
approaches which may be used to facilitate a 
more experiential type of learning and which 
may be used to implement the hypotheses basic 
to the second educational goal. I have selected 
three examples which apply specifically to 
classroom instruction, and one which applies 
both to the classroom and to the training and 
supervision of the instructor himself, 

THE CONDUCT oF INQUIRY. A specialized 
type of participative and experiential learning 
which has been receiving increasing emphasis 
in the last few years has been developing in 
science. Various individuals and national 
groups have been working toward a goal of 
helping students to become inquirers, work- 
ing in a fluid way toward discovery in the 
scientific realm. 

The impetus for this movement has grown 
out of an urgent need to have science experi- 
enced as a changing field, as it is in the modern 
world, rather than as a closed book of already 
discovered facts. The possession of a body of 
knowledge about science is not an adequate 
qualification for the teacher today. Hence the 
aim is to get the teacher away from the mis- 
leading image of science as absolute, complete, 
and permanent (Schwab, 1960). Suchman 
(1961, 1962) is one of those who have given 
rather specific details regarding the implemen- 
tation of this aim. In trying to strengthen 
the autonomous process within the learner, 
Suchman advocates a new approach in which 
special training is necessary for teachers of 
science. The teacher sets the stage of inquiry 
by posing the problems, creating an environ- 

ment responsive to the learner, and giving 
assistance to the student in his investigative 
operations. This climate makes it possible 
for pupils to achieve autonomous discoveries 
and to engage in self-directed learning. They 
become scientists themselves, on a simple level, 
seeking answers to real questions, discovering 
for themselves the pitfalls and the joys of the 
scientists’s search. They may not learn as 
many scientific “facts,” but they develop a 
real appreciation of science as a never-ending 
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search, a recognition that there is no closure 
in science. 

It is obvious that if prospective teachers 
are to stimulate the spirit of inquiry among 
their pupils, they must have experienced it 
themselves. Therefore, courses in the teach- 
er-training institution must be taught in the 
same fashion as Suchman describes if teachers 
themselves are to experience the satisfaction 
of self-initiated discovery in the scientific 
realm. This new development in the area of 
science constitutes a deep challenge to present 
concepts of teaching. According to the evi- 
dence, current educational practice tends to 
make children less autonomous and less em- 
pirical in their search for knowledge and 
understanding as they move through the ele- 
mentary grades. This tendency is strictly at 
variance with the aim of those who focus on 
inquiry. When children are permitted to think 
their way through to new understandings, the 
concepts they derive in the process have 
greater depth, meaning, and durability. The 
children have become more autonomous and 
more solidly based in an empirical approach. 

SIMULATION. The trend toward a more 
experiential type of learning shows up in the 
increasing use of simulation in the classroom. 
The essence of this procedure is that a complex 
situation is simulated—the relationships 
among several nations (Solomon, 1963; Guetz- 
kow, 1963), a historical situation, a social 
conflict, a problem in interpersonal relation- 
ships—and the students take the parts of those 
participàting in the event. Though there is no 
conclusive research as yet indicating the out- 
come of this type of learning as compared 
with more conventional procedures, it is al- 
ready being successfully used in half a dozen 
universities and a number of high schools. 
Since it is a relatively new type of approach, 
I shall outline a hypothetical example. 

A social studies or civics course might well 
simulate a problem in community policy re- 
garding education. Different pupils might be 
assigned respectively to be the mayor, the head 
of the board of education, the members of the 
board of education, the superintendent of 
schools, the president of the PTA, the head of 
the taxpayers’ league. Now the problem is 
posed to them—from their own community or 
from any other community where the facts 
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are available to them—that members of the 
board of education want a new bond issue to 
expand the building plant and hire new teach- 
ers. They prepare to take their parts in the 
simulated situation. 

What are the types of learning that would 
follow upon this simulation? First, each stu- 
dent would turn to the factual resources in 
order to develop his own stance on the issue 
and to justify his point of view. There would 
be a degree of self-discipline involved in 
Searching for this factual material. The stu- 
dent would find it necessary to make a per- 
Sonal decision based on his own informed 
Stand. He would be involved in the handling 
of interpersonal relationships with those who 
hold different points of view. He would find 
himself bearing the responsibility for the 
Consequences of his own decisions and actions. 

hroughout the experience, there would be 
necessary a disciplined commitment to learn- 
ing, decision, action. Such an experience 
i appear to develop a positive type of 

arning rather than a negative, critical type 
iS thinking. Current education often develops 
individuals who can readily criticize any pro- 
Posal or idea but cannot make a positive plan 
oF decision regarding constructive action. 
r Another interesting example of the use of 
* type of simulation is described by Ronald 
oe (1962). A fifth-grade class was con- 
elle. about youngsters who were know-tt- 
Attan The whole class participated either 
faa TS or observers in dealing with the prob- 
real As they did so, the pupils developed a 
es tp nderstanding of why know-it-alls eae 
hh hey do; the class came to recognize the 

Security which so often underlies such be- 
Pa Gradually, an attitude evolved of 

Tking with the problem rather than at it. 
© process, individual students showed sig- 
ant personal development, and the class 
co. a group showed increased freedom ee 

mmunication, which encouraged and sup 
1 ted greater individuality of participation. 

was in behavioral 
Science, 


PROGRAMMED INSTRUCTION. As educators 


Nifie 
as 


a living experience 


vell know, there has been a vast and explosive 
(gy opment in programmed instruction 
Skinner, 1961; Fry, 1963; Gage, 1963; 


tessey, 1963). This is not the place to rè- 
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view these developments or the theory of 
operant conditioning upon which this work is 
based. It is appropriate, however, to point out 
that programmed instruction may be used in 
a variety of ways. Programming can be seen 
as potentially providing for all learning, or it 
may be seen as one new and very useful tool 
in the facilitation of learning. As Skinner has 
pointed out, “To acquire behavior the student 
must engage in behavior” (1961, p. 389). 

It is of particular interest to note that in 
the development of programmed instruction 
there is a tendency toward shorter, “plug-in” 
programs, rather than toward the development 
of whole courses covering a total field of knowl- 
edge. To me, the development of these shorter 
programs suggests the more fruitful way in 
which the student may be involved in the use 
of so-called teaching machines. When learning 
is facilitated in line with the second set of 
assumptions presented, the student frequently 
comes upon gaps in his knowledge, tools which 
he lacks, information which he needs to solve 
the problem he is confronting. Here the flexi- 
bility of programmed instruction is invaluable. 
A pupil who needs to know how to use a 
microscope can find a program covering this 
knowledge. The student who is planning to 
spend three months in France can utilize pro- 
grammed instruction in conversational French. 
The pupil who needs algebra, whether for the 
solution of problems of interest to him or 
simply to get into college, can work on a pro- 
gram of instruction in algebra. 

Used in these ways, a competently developed 
program undoubtedly gives the student imme- 
diate experiences of satisfaction, enables him 
to learn a body of knowledge when he needs it, 
gives him the feeling that any content is 
learnable, and fosters a recognition that the 
process of education is an intelligible and 
comprehensible one. He can work at his own 
rate and finds that the carefully designed pro- 
gram presents him with coherent, interrelated 
steps. Its stress on immediate reinforcement 
and reward rather than on punitive or evalua- 
tive measures is another factor in its favor. 
If programmed learning is used flexibly, it 
can constitute a large forward step in meeting 
the massive needs for functional learning of 
subject matter as the number of pupils grows 


sharply. 
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Programmed learning is developing in new 
and unexpected fields. Berlin and Wyckoff 
(1963) are developing programs for the im- 
provement of interpersonal relationships in 
which two people work together at mutual 
tasks assigned by the programmed text, not 
only learning some of the cognitive concepts 
in regard to interpersonal relationships but 
also gradually experiencing deeper and deeper 
communication with each other. Both industry 
and educational institutions have begun to 
make use of this developing series of programs, 
impressed by the fact that the learnings in- 
volve both feelings and intellect and that they 
have significant personal meaning for the 
learner. 

It should be obvious that programmed learn- 
ing has great potential risks if it is unwisely 
used. If it becomes a substitute for thinking 
in larger patterns and gestalts, if it becomes 
a way of stressing factual knowledge more 
than creativity, then real damage may be done. 
But if it is perceived as an instrument which 
can be used by educators to achieve flexibility 
in education, then it is one of the most power- 
ful tools which psychology has as yet contrib- 
uted to the field. 

“SENSITIVITY TRAINING.” The final example 
of a new development which fosters a climate 
for experiential or significant learning is so- 
called sensitivity training. This is an ap- 
proach which is of help in educating adminis- 
trators and teachers for the newer goals in 
education. It also has relevance to the class- 
room situation. 

Though not widely used as yet in educational 
institutions, there has been a burgeoning use 
of the intensive group experience in the de- 
velopment of business executives and govern- 

ment administrators. Under a variety of 
labels—the T-Group, the Laboratory Group, 
the Sensitivity Training Course, the intensive 
Workshop in Human Relations, the Basic 
Encounter Group—this approach has become 
an important part of the training function. 

It is difficult to describe briefly the nature 
of such a group experience, especially since it 
varies greatly from group to group and from 
leader to leader. (See Wechsler and Reisel, 
1959, for one description.) Essentially, the 
group begins with little imposed structure, so 
that the situation and the purposes are am- 
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biguous and up to the group members to de- 
cide. The leader’s function is to facilitate 
expression and to clarify or point up the dy- 
namic pattern of the group’s struggle to work 
toward a meaningful experience. In such a 
group, after an initial “milling around,” per 
sonal expressiveness tends to increase and in- 
volves an increasingly free, direct, and spon- 
taneous communication among members of the 
group. Façades become less necessary, de- 
fenses are lowered, basic encounters occur as 
individuals reveal hitherto hidden feelings and 
aspects of themselves and receive spontaneous 
feedback—both negative and positive—from 
group members. Some or many individuals 
become much more facilitative in relationships 
to others, making possible greater freedom of 
expression. 

In general, when the experience is a fruitful 
one, it is deeply personal, resulting in more 
direct person-to-person communication, 
sharply increased self-understanding, more 
realness and independence in the individual, 
and an increased understanding and accep- 
tance of others. While much still remains to be 
learned about the intensive group experience 
in all its forms, it is already clear that it helps 
to create in most members of the group atti- 
tudes which, among other things, are highly 
conducive to experiential learning. 

Perhaps a few examples will convey a more 
meaningful picture of what is already being 
done. The National Training Laboratory has 
begun to conduct “college labs” at Bethel, 
Maine (Bradford, Gibb, and Benne, 1964, p. 
109). Each of the T-Groups in these labora- 
tories contains several students and several 
faculty members from the same college. AS 
they share in the exploration of their inter- 
personal attitudes and relationships and of 
their work goals, their learnings have often 
been highly significant. There are reports that 
at least one department of English has been 
revolutionized by its experience in this college 
lab. 

Various leaders in the group-dynamics field 
(Gibb, Herold, Zander, and Coffey) have trans- 
formed courses for teachers into T-Groups. So 
meaningful have been the learnings that in 
Some of these institutions the demand for 
such groups, involving learning based on 
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direct personal encounter, has grown beyond 
all expectations. 

One elementary-school system in a Western 
city has made it possible for most of its prin- 
cipals and teachers to have experience in a 
Sensitivity-training group. Likewise, when 
there is a difficult classroom situation, a 
member of the guidance department serves as 
leader of a “problem-solving group” in the 
classroom, the group including the teacher (s) 
as well as the pupils involved. Out of these 
experiences have come much more responsible 
behavior on the part of pupils, much improved 
communication in the classroom, and an ad- 
ministrative structure in which faculty-admin- 
istrator interaction is much more free and 
real than is ordinarily achieved. In other 
words, there has been movement toward the 
establishment of a psychological climate in 
which pupils, teachers, and administrators can 
learn, in a self-initiated fashion, in regard to 
both the interpersonal problems which they 
face and the factual problems which they face 
in the world outside. 

It appears highly likely that this particular 
development will become much more wide- 
Spread in the educational world. 


CONCLUSION 


Tn this chapter, I have tried to present some- 
thing of what would be involved if a new aim 
for education were adopted, that of achieving 
openness to change, and if focus were on that 
type of learning in which the whole person is 
involved, a meaningful experience of emotional 
as well as cognitive learning. : 

It is clear, I believe, that if this aim were 
Selected, the basic reliance of the teacher would 
be upon the tendency toward fulfillment, to- 
ward actualization, in his students. The 
teacher would be basing his work on the hy- 
pothesis that students who are in real contact 
with life problems wish to learn, want to grow, 
Seek to discover, endeavor to master, desire 
to create. The teacher would attempt to de- 
velop a quality of climate in the classroom and 
a quality of personal relationship with his 
Students which would permit these natural 
tendencies to come to fruition. i 

The teacher or facilitator of learning who 
is desirous of creating the conditions for this 
self-fulfilling type of learning finds that there 

nassa 
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are a number of new methods already at hand 
which are congenial to this approach. The 
conduct-of-inquiry approach in science de- 
velops self-initiated learners in that field. The 
use of simulation techniques makes for re- 
sponsible learning and decision making. The 
teaching machine, especially in the form of 
brief, specific programs, can provide the flexi- 
bility which enables the student to learn 
material when he most needs it. The utiliza- 
tion of sensitivity training for both facili- 
tators and learners not only increases the free- 
dom and depth of communication but also 
helps the individual to become more indepen- 
dent in his stance toward learning and toward 
life. These specific approaches suggest, but 
do not exhaust, the many ways in which the 
goals of the new education may be imple- 
mented. 

As for the learner, the result of such self- 
initiated learning, such development in meet- 
ing and mastering new problems, is a more 
complete openness to all aspects of his ex- 
perience, both the outer stimuli and his own 
internal reactions. He would thus be more 
fully and adaptively present in confronting a 
new problem. Martin Buber (1955 edition, 
p. 14) described this situation well: “. . . In 
spite of all similarities, every living situation 
has, like a newborn child, a new face that 
has never been before and will never come 
again. It demands of you a reaction which 
cannot be prepared beforehand. It demands 
nothing of what is past. It demands presence, 
responsibility; it demands you.” 

It is in this spirit that the learner would be 
able to deal creatively with an ever changing 


world. 
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I have been engaged, these last few years, 
in research on what makes its possible for 
organisms—human and subhuman alike—to 
take advantage of past learning in attempting 
to deal with and master new problems before 
them now. It is a problem with a deceptively 
simple ring to it. In pursuit of it, my col- 
leagues and I have found ourselves observing 
children in schoolrooms, watching them learn- 
ing. It has been a revealing experience. 

We have come to recognize in this work that 
one of the principal objectives of learning is 
to save us from subsequent learning. This 
seems a paradox, but it is not. Another way 
of putting the matter is to say that when we 
learn something, the objective is to learn it 
in such a way that we get a maximum of 
travel out of what we have learned. A homely 
example is provided by the relationship in 
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arithmetic between addition and multiplica- 
tion. If the principle of addition has been 
grasped in its deeper sense, in its generic 
sense, then it is unnecessary to learn multi- 
plication. For, in principle, multiplication is 
only repeated addition. It is not, as we would 
say in our curricula, another “unit.” 

Learning something in a generic way is 
like leaping over a barrier. On the other side 
of the barrier is thinking. When the generic 
has been grasped, it is then that we are able 
to recognize the new problems we encounter as 
exemplars of old principles we have mastered. 
Once over the barrier, we are able to benefit 
from what William James long ago called “the 
electric sense of analogy.” 

There are two interesting features in 
generic learning—in the kind of learning that 
permits us to cross the barrier into thinking. 
One of them is organization; the other is 
manipulation. If we are to use our past learn- 
ing, we must organize it in such a way that 
it is no longer bound to the specific situation 
in which the learning occurred. Let me give 
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an example from the history of science. It 
would have been possible for Galileo to have 
published a handbook of the distances tra- 
versed per unit time by falling bodies. School 
boys for centuries thereafter could easily have 
been tortured by the task of having to remem- 
ber the Galilean tables. Such tables, cumber- 
some though they might have been, would have 
contained all the necessary information for 
dealing with free-falling bodies. Instead, 
Galileo had the inspiration to reorganize this 
welter of information into a highly simplified 
form. You recall the compact expression 
S= gt?: it not only summarizes all possible 
handbooks but organizes their knowledge in 
a way that makes manipulation possible. Not 
only do we know the distances fallen, but we 
can use the knowledge for bodies that fall 
anywhere, in any gravitational field—not just 
our own. 

One of the most notable things about the 
human mind is its limited capacity for deal- 
ing at any one moment with diverse arrays 
of information. It has been known for a long 
time that we can deal only with about seven 
independent items of information at once; 
beyond that point we exceed our “channel 
capacity,” to use our current jargon. We 
simply cannot manipulate large masses of 
information. Because of these limits, we must 
condense and recode. The seven things we 
deal with must be worth their weight. A 
simple formula that can regenerate the dis- 
tance fallen by any free body, past or future, 
is under these conditions highly nutritious 
for its weight. Good organization achieves 
the kind of economical representation of facts 
that makes it possible to use the facts in the 
future. Sheer brute learning, noble though 
it may be, is not enough. Facts simply learned 
without a generic organization are the naked 
and useless untruth. The proper reward of 
learning is not that it pleases the teacher or: 
the parents, nor is it that we become “quiz 
kids.” The proper reward is that we can now 
use what we have learned, can cross the bar- 
rier from learning into thinking. Are we 
mindful of these matters in our conduct of 
teaching? 

What has been said thus far must seem 
singularly lacking in relevance to magic, to 
art, and to poetry. It appears to relate prin- 
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cipally to the learning the mathematics, sci- 
ence, and the social studies. But there is an 
analagous point to be made about the learn- 
ing of the arts and literature. If one has 
read literature and beheld works of art in 
such a way as to be able to think with their 
aid, then one has also grasped a deeper, 
simplifying principle. The underlying prin- 
ciple that gives one the power to use literature 
and the arts in one’s thinking is not of the 
order of a generic condensation of knowledge. 
Rather it is metaphoric in nature, and per- 
haps the best way of describing this class of 
principles is to call them guiding myths. 

Let me take an example from mythology. 
Recall when you read for the first time the 
story of Perseus slaying the hateful Medusa. 
You recall that to look directly upon the Me- 
dusa was to be turned to stone. The secret 
of Perseus was to direct the killing thrust of 
his sword by the reflection of Medusa on his 
polished shield. It is an exciting story, full 
of the ingenuity that Hercules had taught us 
to expect. Beneath the story, beneath all great 
stories, there is a deeper metaphoric meaning. 
I did not understand this meaning for many 
years, indeed, not until my son asked me what 
the myth of Perseus “meant.” It occurred to 
me that the polished shield might symbolize 
all of the devices by which we are able to 
take action against evil without becoming 
contaminated by it. The law suggested itself 
as one such device, enabling us to act against 
those who trespassed against morality with- 
out ourselves having to trespass in our action. 
I do not wish to hold a brief for my interpre- 
tation of the Perseus myth. But I would like 
to make one point about it. 

Man must cope with a relatively limited 
number of plights—birth, growth, loneliness, 
the passions, death, and not very many more. 
They are plights that are neither solved nor 
by-passed by being “adjusted.” An adjusted 
man must face his passions just as surely as he 
faces death. I would urge that a grasp of the 
basic plights through the basic myths of art 
and literature provides the organizing prin- 
ciple by which knowledge of the human con- 
dition is rendered into a form that makes 
thinking possible, by which we go beyond 
learning to the use of knowledge. I am not 
suggesting that the Greek myths are better 
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than other forms of literature. I urge simply 
that there be exposure to, and interpretation 
of, literature that deals deeply with the human 
condition. I have learned as much from 
Charley Brown of Peanuts as I have learned 
from Perseus. The pablum school readers, 
stripped of rich imagery in the interest of 
“readability,” stripped of passion in the er- 
roneous belief that the deep human condition 
will not interest the child—these are no more 
the vehicles for getting over the barrier to 
thinking than are the methods of teaching 
mathematics by a rote parrotting at the black- 
board. 


II 


I should like to,consider now some condi- 
tions in our schools today that promote and 
inhibit progress across the barrier from learn- 
ing to thinking. I should point out in advance 
that I am not very cheerful on this subject. 

THE PASSIVITY OF KNOWLEDGE-GETTING. I 
have been struck during the past year or so, 
sitting in classrooms as an observer, by the 
passivity of the process we call education. The 
emphasis is upon gaining and storing infor- 
mation, gaining it and storing it in the form 
in which it is presented. We carry the re- 
mainder in long division so, peaches are grown 
in Georgia, transportation is vital to cities, 
New York is our largest port, and so on. 
Can the facts or the methods presented be 
mimicked? Is so, the unit is at an end. There 
is little effort indeed which goes into the 
process of putting the information together, 
finding out what is generic about it. Long di- 
vision is a skill, like threading a needle. The 
excitement of it as a method of partitioning 

things that relates it to such matters as sub- 
traction is rarely stressed. One of the great 
inventions of man—elementary number theory 
—is presented as a cookbook. I have yet to 
see a teacher present one way of doing division 
and then put it squarely to the class to suggest 
six other ways of doing it—for there are at 
least six other ways of doing it than any one 
that might be taught in a school. So too 
with algebra. Algebra is not a set of rules 
for manipulating numbers and letters except 
in a trivial sense. It is a way of thinking, a 
way of coping with the drama of the unknown. 
Lincoln Steffens, in his Autobiography, com- 


plains upon his graduation from the Univer- 
sity of California that his teachers had taught 
him only of the known, how to commit to mind, 
and had done little to instruct him in the art 
of approaching the unknown, the art of posing 
questions. How does one ask questions about 
the unknown? Well, algebra is one technique, 
the technique for arranging the known in 
such a way that one is enabled to discern the 
value of an unknown quantity. It is an en- 
riching strategy, algebra, but only if it is 
grasped as an extended instance of common 
sense. 

Once I did see a teacher specifically en- 
courage a class to organize and use minimal 
information to draw a maximum number of 
inferences. The teacher modeled his technique, 
I suppose, on the tried method of the story- 
teller. He presented the beginnings of the 
Whiskey Rebellion and said to his pupils, much 
in the manner of Ellery Queen speaking to 
his readers, “You now have enough to re- 
construct the rest of the story. Let’s see if 
we can do it.” He was urging them to cross 
the barrier from learning into thinking, It 
is unhappily true that this is a rare exception 
in our schools. 

So knowledge-getting becomes passive. 
Thinking is the reward for learning, and we 
may be systematically depriving our students 
of this reward as far as school learning is 
concerned. 

One experiment which I can report provides 
encouragement. It was devised and carried 
out by the research group with which I am 
associated at Harvard in collaboration with 
teachers in the fifth grade of a good public 
school. It is on the unpromising topic of 
the geography of the North Central States and 
is currently in progress so that I cannot give 
all of the results. We hit upon the happy idea 
of presenting this chunk of geography not 
as a set of knowns, but as a set of unknowns. 
One class was presented blank maps, con- 
taining only tracings of the rivers and lakes 
of the area as well as the natural resources. 
They were asked as a first exercise to indicate 
where the principal cities would be located, 
where the railroads, and where the main high- 
ways. Books and maps were not permitted 
and “looking up the facts” was cast in a sinful 
light. Upon completing this exercise, a class 
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discussion was begun in which the children 
attempted to justify why the major city 
would be here, a large city there, a railroad on 
this line, ete. 

This discussion was a hot one. After an 
hour, and much pleading, permission was 
given to consult the rolled up wall map. I will 
never forget one young student, as he pointed 
his finger at the foot of Lake Michigan, shout- 
ing, “Yipee, Chicago is at the end of the point- 
ing-down lake.” And another replying, “Well, 
OK: but Chicago's no good for the rivers and 
it should be here where there is a big city 
(St. Louis).” These children were thinking, 
and learning was an instrument for checking 
and improving the process. To at least a half 
dozen children in the class it is not a matter 
of indifference that no big city is to be found 
at the junction of Lake Huron, Lake Michi- 
gan, and Lake Ontario. They were slightly 
shaken up transportation theorists when the 
facts were in. 

The children in another class taught con- 
ventionally, got their facts all right, sitting 
down, benchbound. And that was that. We 
will see in six months which group remembers 
more. But whichever does, one thing I will 
predict. One group learned geography as a set 
of rational acts of induction—that cities 
spring up where there is water, where there 
are natural resources, where there are things 
to be processed and shipped. The other group 
learned passively that there were arbitrary 
cities at arbitrary places by arbitrary bodies 
of water and arbitrary sources of supply. 
One learned geography as a form of activity. 
The other stored some names and positions as 
a passive form of registration. 

THE EPISODIC CURRICULUM. In a social stud- 
ies class of an elementary school in a well-to-do 
suburb of one of our great eastern cities, I 
Saw groups of twelve-year-old children doing 
a “project” on the southeastern states. Each 
team was gathering facts that might eventu- 
ally end up on a map or a chart or some other 
graphic device. The fact-gathering was atom- 
ized and episodic. Here were the industrial 
products of North Carolina. There was the 
list of the five principal cities of Georgia. 
I asked the children of one team what life 
ee ed 
about in a place where the principal products 
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were peanuts, cotton, and peaches. The ques- 
tion was greeted as “unfair.” They were 
gathering facts. 

It is not just the schools. The informational 
environment of America seems increasingly to 
be going through such an atomization. En- 
tertainment is in fifteen minute episodes on 
TV, to be taken while sitting down. The school 
curriculum is built of episodic units, each a 
task to itself: “We have now finished addition. 
Let us now move to multiplication.” Even in 
our humor the “gag” threatens to replace the 
shrewd observer of the human comedy. I have 
seen an elementary school play fashioned en- 
tirely on a parody of radio commercials. It 
was a brave effort to tie the 10-second atoms 
together. 

I do not wish to make it seem’as if our pres- 
ent state of education is a decline from some 
previous Golden Age. For I do not think there 
has ever been a Golden Age in American 
public education. The difference now is that 
we can afford dross less well than ever before. 
The volume of positive knowledge increases 
at a rapid rate. Atomizing it into facts-to- 
be-filed is not likely to produce the kind of 
broad grasp that will be needed in the world 
of the next quarter century. And it is cer- 
tainly no training for the higher education 
that more and more of our children will be 
getting. 

I have not meant the above as a plea for the 
“central subject” or the “project” method of 
teaching. It is, rather, a plea for the recogni- 
tion of the continuity of knowledge. One hears 
professional educators speak of “coverage,” 
that certain topics must be covered. There 
are indeed many things that must be covered, 
but they are not unconnected things. The ob- 
ject of learning is to gain facts in a context of 
connectivity that permits the facts to be used 
generatively. The larger the number of iso- 
lated facts, the more staggering the number 
of connections between them—unles one can 
reduce them to some deeper order. Not all of 
them can. Yet it is an ideal worth striving for, 
be it in the fifth grade or in graduate school. 
As Robert Oppenheimer put it in a recent ad- 
dress before the American Academy, “Every- 
thing cannot be connected with everything in 
the world we live in. Everything can be con- 
nected with anything.” 
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THE EMBARRASSMENT OF PASSION. I should 
like to consider now the guiding myth. Let 
me begin with a summary of the young Chris- 
topher Columbus as he is presented in a popu- 
lar social studies textbook. Young Chris is 
walking along the water front in his home 
town and gets to wondering where all those 
ships go. Eventually he comes back to his 
prother’s cobbler shop and exclaims, “Gee, 
Bart, I wonder where all those ships go, 
whether maybe if they just kept going they 
wouldn’t come back because the world is 
round.” Bart replies with pleasant brotherly 

encouragement. Chris is a well-adjusted kid. 

Bart is a nice big brother. And where is the 

passion that drove this obsessed man across 

uncharted oceans? What impelled this Colum- 
bus with such force that he finally enlisted 
the aid of Ferdinand and Isabella over the pro- 
test of their advisors? Everything is there in 
the story except the essential truth—the fa- 
natical urge to explore in an age of explora- 
tion, the sense of an expanding world. Colum- 
bus did not have a schoolboy’s whim, nor was 
he the well-adjusted grownup of this account. 

He was a man driven to explore, to control. The 

justification for the pablum that makes up such 

textbooks is that such accounts as these touch 
more directly on the life of the child. 

What is this “life of the child” as seen by 
text writers and publishers? It is an image 
created out of an ideal of adjustment. The 
ideal of adjustment has little place for the 
driven man, the mythic hero, the idiosyncratic 
style. Its ideal is mediocentrism, reasonable- 
ness above all, being nice. Such an ideal does 
not touch closely the deeper life of the child. 

It does not appeal to the dark but energizing 
forces that lie close beneath the surface. The 
Old Testament, the Greek Myths, the Norse 
legends—these are the embarrassing chronicles 
of men of passion. They were devised to catch 
and preserve the power and tragedy of the 
human condition—and its ambiguity, too. In 
their place, we have substituted the noncon- 
troversial and the banal. 

Here a special word is needed about the 
concept of “expressing yourself,” which is our 
conception of how one may engage the deeper 
impulses of the child. I have seen a book 
review class in a public school in which the 
children had the choice of reporting on any 
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book they wished to choose, in or out of the 
school library, and where the discussion by 
the other children had to do entirely with the 
manner in which the reciting child presented 
his material. Nothing was said about the book 
in the discussion. The emphasis was on nice 
presentation, and whether the book sounded 
interesting. I have no quarrel with rewarding 
self-expression. I wonder simply whether it 
is not perhaps desirable, too, to make known 
the canons of excellence. The children in 
this class were learning to be seductive in 
their recounting; they were not concerned 
with an honest accounting of the human con- 
dition. The books they had read were cute, 
there was no excitment in them, none to be 
extracted. Increasingly the children in Ameri- 
can elementary schools grow out of touch with 
the guiding myths. Self-expression is not a 
substitute. Adjustment is a worthy ideal, if 
not an ennobling one. But when we strive 
to attain it by shutting our eyes to the tur- 
moils of human life, we will not get adjust- 
ment, but a niggling fear of the unusual and 
the excellent. 

THE QUALITY OF TEACHERS. I do not wish 
to mince words. The educational and cultural 
level of the majority of American teachers is 
not impressive. On the whole they do not have 
a good grasp of the subject matter that they 
are teaching; courses on method will not re- 
place the absent subject matter. In time and 
with teaching experience this deficiency is 
often remedied. But in so many cases there 
is no time: the turnover in the teaching pro- 
fession as we all know is enormous; the me- 
dian number of years of teaching before 
departure for marriage or motherhood is 
around three. 

This leaves us with a small core of experi- 
enced teachers. Do we use them to teach the 
new teachers on the job? No. The organization 
of the school with respect to utilization of tal- 
ent is something short of imaginative. It con- 
sists of a principal on top and a group of dis- 
crete teachers beneath her, and that is all. 
In large metropolitan high schools this is 
sometimes supplemented by having depart- 
ments at the head of which is an experienced 
teacher. The communication that goes on 
between teachers is usually at a highly in- 
formal level and can scarcely be called com- 
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prehensive. It is usually about problem-chil- 
dren, not about social studies or mathematics 
or how to bring literature alive. 

I would urge, and I believe that educators 
have taken steps in this direction, that we 
use our more experienced teachers for on-the- 
job training of less experienced, new teachers. 
I would also urge that there be established 
some means whereby the substantive topics 
taught in our elementary and high schools be 
included in some kind of special extension 
program provided by our eighteen hundred 
colleges and universities in the United States 
for the benefit of teachers. I am not speaking 
only of teachers colleges, but rather of all 
institutions of higher learning. Institutions 
of higher learning have a responsibility to the 
lower schools, and it can be exercised by ar- 
ranging for continuous contact between those, 
for example, who teach history at the college 
level and those who are teaching history or 
Social studies at the lower levels. And So, 
too, with literature or mathematics, or lan- 
guages. To assume that somehow a teacher 
can be “prepared” simply by going through 
teacher training and then by taking courses 
on methods in summer school is, I think, fal- 
lacious. Often it is the case that the teacher, 
like her students, has not learned the material 
well enough to cross the barrier from learning 
to thinking. 


III 


It is quite plain, I think, that the task of 
improving the American Schools is not simply 
one of technique—however comforting it 
Would be to some professional educators to 
think so. What is at issue, rather, is a deeper 
Problem, one that is more philosophical than 
Psychological or technogical in scope. Let 
met put it in all innocence. What do we con- 
ceive to be the end product of our educational 
effort? I cannot help but feel that this rather 
oversimplified question has become obscured 
in cant. There is such an official din in sup- 
Port of the view that we are “training well- 
rounded human beings to be responsible citi- 
zens” that one hestitates to raise the question 
whether such an objective is a meaningful 
guide to what one does in classroom teaching. 
Surely the objective is worthy, and it has 
influenced the techniques of education in 


America, not always happily. For much of 
what we have called the embarrassment of 
passion can, I think, be traced to this objective, 
and so too the blandness of the social studies 
curriculum. The ideal, sadly, has also led to the 
standardization of mediocrity by a failure of 
the schools to challenge the full capacity of the 
talented student. 

Since the war, there has been a perceptible 
shift in the problems being faced by schools 
and parents alike. It is the New Competition. 
Will Johnny and Sally be able to get into the 
college of their first choice, or, indeed, into 
any college at all? The origins of the concern 
are obvious enough—the “baby bulge” has 
made itself felt. The results are not all bad, 
I would urge, or need not be. There are, to 
be sure, severe problems of overcrowding that 
exacerbate the difficulties already inherent in 
public education. And it is true that parental 
pressures for grades and production are in- 
creasing the proportion of children with 
“learning blocks” being referred to child guid- 
ance clinics. 

But the pressures and the competition are 
also rekindling our awareness of excellence and 
how it may be nurtured. The shake-up of our 
smugness by the evident technical thrust of 
the Soviet Union has added to this awareness. 
Let me urge that it is this new awareness 
that requires shaping of expression in the 
form of a new set of ideals. Grades, admission 
to college, followed by admission to graduate 
school—these are surely not the ideals but, 
rather, the external signs. 

Perhaps the fitting ideal is precisely as we 
have described it earlier in these pages, the 
active pragmatic ideal of leaping the barrier 
from learning into thinking. It matters not 
what we have learned. What we can do with 
what we have learned: this is the issue. The 
pragmatic argument has long been elaborated 
on extrinsic grounds, that the higher one has 
gone in the educational system the greater 
the economic gain. Indeed, at least one emi- 
nent economist has proposed that parents 
finance college education for their children by 
long-term loans to be repaid by the children 
on the almost certain knowledge that higher 
earning results from such education. All of 
this is the case, and it is indeed admirable 
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that educational progress and economic suc- 
cess are so intimately linked in our society. 
I would only suggest that the pragmatic ideal 
be applied also the intrinsic aspects of edu- 
cation. Let us not judge our students simply 
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on what they know. That is the philosophy 
of the quiz program. Rather, let them be 
judged on what they can generate from what 
they know—how well they can leap the barrier 
from learning to thinking. 


22. AUTOTELIC-RESPONSIVE ENVIRONMENTS AND EXCEPTIONAL CHILDREN * 


0. K. MOORE 


In every society there are those who fail 
to learn the things which are held to be es- 
sential for carrying out the role of a compe- 
tent adult, or who learn so slowly that they 
are generally out of phase with the age-graded 
societal demands imposed upon them. Slow 
learners are apt to be problems to themselves 
and to their friends. It is recognized, in sci- 
entific circles at least, that there are many 
and diverse causes for failure to learn at the 
socially prescribed rate: brain damage, emo- 
tional disturbance, social-cultural deprivation, 
and the like.' 

What is not perhaps so generally recognized 
is that prodigies are sometimes out of phase 
with societal demands also; they tend to make 
people as uncomfortable as retarded children 
do. Both retarded children and prodigies un- 
wittingly violate social expectations—they 
need help if they are to reach their full po- 
tential. Both the ultrarapid and the ultraslow 
are exceptional children. The main topic of 
this paper is to describe some methods whereby 


* From Moore, O. K., Autotelic-Responsive En- 
vironments and Exceptional Children, Experience, 
Structure and Adaptability, O. J. Harvey (ed.), 
New York: Springer, 1966, pp. 169-177. 

*At present there is no way to measure the 
basic capacities of human beings independently of 
their experiences. Also, there undoubtedly are 
interactional effects between capacities and ex- 
periences. It is not assumed here that the retarded 
child is necessarily wanting in “basic capacity.” 
The use here of such terms as “gifted” and “re- 
tarded” is simply intended to be consonant with 
standard usage in the field. 


the acquisition of complex skills can be ac- 
celerated, for both ultraslow and ultrarapid 
learners. 

For a number of years my staff and I have 
been conducting studies of early learning in 
prenursery, nursery, kindergarten and first 
grades, where children are in the process of 
acquiring complex symbolic skills. In the 
course of this work I formulated the notion 
of a responsive environment and decided to 
act on the assumption that an autotelic respon- 
sive environment is optimal for acquiring such 
skills (Moore, 1961). I will now try to make 
clear just what this assumption means, 

I have defined a responsive environment as 
one which satisfies the following conditions: 


1. It permits the learner to explore freely. 

2. It informs the learner immediately about 
the consequences of his actions. 

3. It is Self-pacing, i.e., events happen 
within the environment at a rate deter- 
mined by the learner. 

4. It permits the learner to make full use 
of his capacity for discovering relations 
of various kinds. 

5. Its structure is such that the learner is 
likely to make a.series of interconnected 
discoveries about the physical, cultural 
or social world. 


My colleague, Alan Ross Anderson, and I 
have defined an activity as autotelic if engag- 
ing in it is done for its own sake rather than 
for obtaining rewards or avoiding punishments 
that have no inherent connection with the 
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activity itself (Anderson and Moore, 1959). 
The distinction between the autotelic and non- 
autotelic activities is somewhat vague, but it 
can be applied in some cases without difficulty. 
Consider tennis playing as an example: we 
cannot play tennis without getting exercise, 
playing at all is a sufficient condition for exer- 
cising—so if we play for this reason, among 
others, this is an intrinsic reward. However, 
if we play for money, then the activity is not 
autotelic, since tennis and money need not go 
together—witness, amateur players. 

In general, setting up a system of extrinsic 
rewards and punishments for engaging in an 
activity makes the learning environment more 
complex. As an illustration, consider a child 
who is learning to read aloud a list of words 
such as “fat” and “fate,” “mat” and “mate,” 
“rat” and “rate,” ete.; pretend also that an 
experimenter rewards or punishes the learner 
depending upon success or failure. Imagine 
that the reward is candy and that the punish- 
ment is mild electric shock. 

Under these circumstances, the child not 
only has the task of learning to read and pro- 
nounce these words, but also that of figuring 
out the relation between candy and electric 
Shock, on the one hand, and his own efforts, on 
the other. There is no intrinsic relation be- 
tween the words to be learned or between the 
letters of the words and the pronunciation, or 
between candy and the sensation of being 
Shocked. It should be easy to see that learning 
to read and to pronounce words and also to 
anticipate the candy or the shock introduces 
irrelevancies which may distract or confuse 
the learner. It is not irrelevant, however, that 
after the child masters the words “fat” and 
“fate,” he may be able to generalize to the 
words “mat” and “mate,” or that he may be 
able to decipher new words not on the list such 
as “tin” and “tine.” Children are pleased, and 
Some become ecstatic, when they make dis- 
Coveries of this kind. Pleasure thus derived, 
unlike the pleasure of eating candy, is in- 
herently related to the internal structure of 
the task (and more broadly to the structure of 
the spoken and written language)—it is not 
a pleasure arbitrarily associated with the task 
by the experimenter acting in accord with his 
own ad hoc rule. Of course, sophisticated 
adults manage to disentangle nonautotelic 
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irrelevancies from the essential features of 
many tasks; but we hold that this is not an 
optimal situation for learning difficult things. 

The distinction between autotelic and non- 
autotelic activities is sometimes confounded 
with the issue as to whether rewards and 
punishments are either necessary or sufficient 
for learning to occur at all. Our objection to 
the use of extrinsic rewards and punishments 
is that they make learning situations unneces- 
sarily complex. In effect, they add relations 
to be learned. However, to grant that, gen- 
erally, there are intrinsic rewards and punish- 
ments associated with learning is not to pre- 
judge the questions as to whether learning 
could take place without them. 

As a theoretical matter it is very difficult 
to see how a learning experiment could be 
designed, which would be in any way meaning- 
ful to the learner, and in point of fact, we 
assume (for the sake of conceptual clarity 
vis-à-vis the making of a distinction between 
learning and performance, i.e., practicing what 
has been learned) that rewards and punish- 
ments, whether intrinsic or extrinsic, are 
neither necessary nor sufficient for the occur- 
rence of learning. But of course no one would 
want to deny that they are highly relevant to 
the willingness of the learner to continue to 
learn more and to his desire to practice what 
he has learned 

From what has been said above it is un- 
doubtedly clear that not all responsive environ- 
ments are autotelic, nor are all autotelic 
activities carried out within the context of re- 
sponsive environments. It is the purpose of 
this chapter to describe an environment which 
is both autotelic and responsive. I feel that 
I have been able to contrive an environment 
of this kind, which takes the form of a re- 
search laboratory, for young children. Some 
aspects of the autotelic “responsive environ- 
ments laboratory” to be described here are 
novel; for example, the children play with a 
“talking typewriter.” But in order to interpret 
the behavior of children within this environ- 
ment, it is well to keep the system as a whole 
steadily in view—to see it as a social as well 
as a mechanical system. For this reason, a 
physical description of the laboratory is fol- 
lowed by a description of the norms under 
which the laboratory is operated. A cultural 
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characterization of what is to be learned is 
counterbalanced by a description of equipment 
and procedures which facilitate the learning. 
No one aspect of the environment should be 
thought of as constituting its essence; the 
laboratory was designed to fulfill all the con- 
ditions of an autotelic responsive environment. 
The techniques of operation are intricate and 
presuppose careful planning. And since the 
description of an environment without some 
reference to the behavior of its denizens is 
incomplete, at the end of this chapter informa- 
tion is given about the background and labora- 
tory behavior of five children: two “educable 
retardates,” one child on the borderline be- 
tween the “educable retardate” and the “dull 
normal,” one who is on the borderline between 
the “very bright” and the “gifted,” and one 
“gifted” child (to use standard terminology) .* 

The emphasis in this paper on exceptional 
children should not be construed as a lack of 
interest in those who are within the normal 
range. As a matter of fact, most of my work 
has been with normal children. However, ex- 
treme cases are sometimes illuminating. I 
hope that this is true here. 

To return to the problems of those who do 
not meet the age-graded demands imposed 
upon them, the relevance of the research re- 
ported here on retarded youngsters is patent: 
anything which may help them become more 
competent is of educational interest. On the 
other hand, it is not at all obvious that accele- 
rating prodigies is a socially useful thing to 
do; society seems to be organized so as to 
slow them down, if anything. However, a case 
can be made for the acceleration of prodigies. 
Indications will be given as to how prodigies 
can develop some of their own potentialities 
while helping other children in the development 
of theirs. 


LABORATORY—PHYSICAL 
DESCRIPTION ° 


The Responsive Environments Laboratory is 
located at Hamden Hall Country Day School, 
Hamden, Connecticut, a few yards from the 


* This extensive description of the children can 
be found in the original source—Ep. 

*The Responsive Environments Laboratory de- 
scribed here served as the model for four other 
laboratories. Two of the laboratories operate 
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Hamden Hall preschool classrooms. It consists 
of two adjoining prefabricated metal sheds, 
each 20’x 40’, set on concrete foundations. One 
shed is windowless and the other has windows 
only in a small office area; they are centrally 
heated and air conditioned. The sheds are as 
simple as modern construction permits; they 
are made up of one-foot modular sections, have 
exposed ceiling and wall beams, and so on. In 
Shed 1 are five portable soundproofed booths, 
VxTxT, lined along two 40’ walls, leaving a 
middle aisle as well as small aisles between 
booths for observation through windows with 
one-way glass. Through a face and by-pass 
system the booths are separately air condi- 
tioned. One booth has camera ports and built- 
in lighting equipment so that sound motion 
pictures can be made on a semi-automatic 
basis. Shed 1 also contains a desk, a confer- 
ence table and a secretary’s desk. 

A central two-way communication system 
permits the staff to speak or listen either at 
the main console or at the booths themselves. 

The interior of Shed 1 gives an impression 
of psychological warmth despite its spartan 
construction. Perhaps this is because the 
booths, which are its most prominent feature, 
have a natural wood finish. (Booth interiors 
are finished with off-white, sound-absorbent 
tiles.) 

Shed 2 is divided into three areas separated 
by natural wood partitions: a small classroom, 
an office-conference room which also contains 
a booth for testing and a bathroom. From the 
standpoint of construction the 16’ 20’ class- 
room is an over-sized booth. Like the booths 
it is soundproofed, air conditioned, equipped 
with one-way glass, finished in natural wood 
(exterior) and natural wood and sound- 
absorbent tile (interior). Again there is pro- 
vision for the making of motion pictures on a 
Semi-automatic basis. Shed 2, like Shed 1, is 
warm and pleasant in emotional tone; together 
they form one functional unit. 

This laboratory was designed in accord with 
one overriding objective, that of making it 
under my personal direction—the others work co- 
operatively with me. 

In order to avoid confusion, everything that is 


said here pertains to the Hamden Hall laboratory 
although the children discussed in the section 


(below) “Children in a Responsive Environment,” 
did not necessarily come to this laboratory. 
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conducive to carrying out autotelic activities 
by young children: it is simple, distinct, and 
separate. a) Simple in the sense that a game 
board or a playing field is devoid of irrele- 
vancies, b) distinct in the sense that a playing 
field has clear-cut boundary lines, and c) sepa- 
rate in the sense that a grandstand sets bar- 
riers between participants and spectators. 

The parts of the laboratory used by chil- 
dren are windowless; windows are an open 
invitation to digress. The absence of windows 
also increases the children’s sense of pri- 
vacy. . . . The booth interiors are free of the 
attention-grabbing patterns and whirligigs so 
typical of nursery and elementary classrooms. 
The soundproofing mufiles irrelevant noises and 
further enhances a sense of privacy. The 
buildings are air conditioned in order to pro- 
duce a constant comfortable environment; it 
makes no difference whether it is raining or 
Snowing, sunny or cloudy, the general labora- 
tory atmosphere is invariant. One-way win- 
dows, camera ports, semi-automatic motion- 
Picture controls, and the like, make it possible 
to observe and document children’s behavior 
without intruding upon them. 

It is important to note that children spend 
only a small fraction of their day in this lab- 
oratory. It is not suggested here that gay 
designs and intriguing novelties are not appro- 
Priate in many other contexts. 


LABORATORY—AUTOTELIC 
OPERATIONAL NORMS 


Behavioral scientists take it for granted 
that human organizations function within the 
Context of sets of interlocking social norms; 
this is certainly true of the Responsive En- 
vironments Laboratory as a social organiza- 
tion. By operational norms I mean the social 
rules which govern the relations between 
laboratory activities, on the one hand, and the 
School, the parents, and children, on the other. 
One problem with which I have been concerned 
In Constructing a new environment is that of 

eing explicit about its normative aspects. à 
fundamental part of the task of creating a 
Special environment for carrying on activities 
Autotelically is to differentiate these activities 
tom other important aspects of children’s 
Ives, 


Tt is worth noting that, in addition to the 
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educational problems mentioned at the outset, 
all, or nearly all, human societies make provi- 
sion for engaging in autotelic activities. This 
is not only a matter of specifying times and 
places for these activities—the basketball court 
at game time, the theater at 8:40—but it is 
also a matter of creating and observing norms 
which safeguard these activities as autotelic. 
For example, one is not supposed to bribe a 
basketball player to shave points. The general 
public reacts with moral indignation whenever 
it is discovered that a norm of this kind has 
been violated. A distinction should be drawn 
between the norms which surround or protect 
an activity in its autotelic status and the rules 
of the activity itself. For example in bridge, 
onlookers are forbidden to kibitz, but this in- 
junction is not a rule of the game of bridge. 
More generally, it is always possible to relax 
the norms which make an activity autotelic 
while leaving the rules of the “game” intact. 
Conversely, autotelic conventions can remain 
invariant while the rules of the game are 
changed. 

With respect to the Responsive Environ- 
ments Laboratory, every effort is made to 
maintain a setting in which “kibitzing” by 
parents and friends of the children is virtually 
impossible [there is a rule against their visit- 
ing and the physical arrangement ensures 
privacy vis-à-vis the “significant persons” in 
the child’s life—more technically, the “signif- 
icant others,” in the sense of Mead (1934), 
are excluded]. 

The staff seeks to make the laboratory a 
child-centered milieu. Even the introduction 
of a child to the laboratory is done by another 
child rather than an adult. A child guide takes 
the newcomer through the laboratory (equip- 
ment is turned off; the introduction to its 
operation is made later). Sometimes three 
introductory visits are needed before a new- 
comer seems to be at ease, although one visit 
is sufficient for most children. The guide also 
explains some of the relevant rules: 1) that 


3 As a matter of practice, parents are allowed 
one visit per school year. The visit is arranged so 
that they do not see their own child in a booth and 
the child does not see his parents in the labora- 
tory. However, the laboratory has many visitors— 
roughly 600 in the past three years. Most visitors 
are either behavioral scientists or professional 
educators. 


192 EDUCATIONAL 
he need not come to the laboratory unless he 
wants to, 2) that he can leave whenever he 
wishes, 3) that he must leave when his time 
is up (30 minutes maximum stay), 4) that he 
need not explain his coming or going, 5) that 
he go to the booth to which he is assigned for 
the day, 6) that if he says he wants to leave, 
or starts to leave, he can come back again the 
next day (but not the same day). Newcomers 
have the opportunity to explore every nook 
and corner of the laboratory. The guide 
watches this activity but does not interfere. 
After a while newcomers seem to feel satisfied 
that they have seen everything and are ready 
to leave. 

Jt should be obyious that the role of the 
guide requires the ability to communicate 
clearly and to exercise self-restraint. The 
task of being a guide is assigned to gifted 
children; this is but one of many special tasks 
which they are given. 

The laboratory staff is carefully instructed 
about treating the children. The import of 
the rules is that we want children to initiate 
activities. The staff is to respond to them 
rather than to teach them. Those who are in 
daily interaction with the children are not per- 
mitted to see the background information 
gathered by the project’s professional staff: 
for example, the operating personnel do not 
know I.Q. test scores. Operating personnel 
are randomly assigned to booths every day. 
(There are two kinds of booths, automated 
and nonautomuted. Th honautomated booths an 
adult is with the child. Since adulte do not 
teach, we prefer to call them “booth assis- 
tants.” * The members of the staff who are 
professional teachers * serve as supervisors of 


* Booth assistants generally have been the wives 
of graduate students. (This means we have to 
train new assistants quite frequently because 
their husbands graduate.) One of the qualifica- 
tions for the job of booth assistant is a strong 
aesthetic sense, Teacher training is not necessary, 
The importance assigned to aestheties is perhaps 
a prejudice on my part. I assume that those who 
are artistically inclined are likely to find the 
subtle workings of children’s minds to be of con- 
tinuing interest, and that they are not apt to im- 
pose their views on children. This assumption 
may be unwarranted but it has resulted in the 
selection of remarkably empathic, nondirective 
and patient booth assistants. . 

It has been my experience that professional 
teachers who work out well as laboratory super- 
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the laboratory as a whole, as well as booths.) 
No booth assistant should be uniquely associ- 
ated with any given booth and its equipment, 
or with any particular child. (Children, as well 
as booth assistants, are randomly assigned to 
booths each day.) The conduct of the operat- 
ing staff is monitored by a supervisor who can 
talk directly to the booth assistant without 
interrupting a child. This is especially impor- 
tant in training new booth assistants. (The 
foregoing remarks are applicable to nonauto- 
mated booths. At present there is one fully 
automated booth, which requires no adult in 


the booth with the child; further details about 
automation appear below.) 


The Hamden Hall children leave their class- 
rooms (nursery, kindergarten and first grade) 
to come to the laboratory every school day. 
When it is a child’s turn to come, his class- 
room teacher 7 lets him know. He then either 
accepts or rejects his turn for the day. If he 
decides to come he takes his “pass” and goes 
by himself the few yards to the laboratory 
where he is checked in and goes to the booth 


visors have both the ability to to empathize with 
children and to organize efficiently. The role of 
laboratory supervisor is a critical one for the suc- 
cessful employment of the methods we are con- 
sidering. It is in this role that the teacher, as a 
professional, can use her training and experience 
to good advantage. The seasoned professional 
teacher can draw on her years of experience to 
do such things as spot the child who is ill and 
should be home, ov to analyze the hitches whieh 
arise in the process of performing a task which 
requires nicely coordinated effort on the part of 
the staff. 

"Of the 102 children, that I have studied there 
have been a few who, at times, have responded so 
much better to a particular booth assistant or to 
the nonautomated equipment, or to the automated 
instrumentation than they did to the other con- 
ditions, that the laboratory departed from the 
usual procedure of random assignment until these 
children were able to play with pleasure wherever 
they found themselves. Tt will be made clear in 
the section “Children in a Responsive Environ- 
ment” that it is important to take individual 
variability into account. 

"The regular classroom teacher, like the lab- 
oratory supervisor, is important to the successful 
employment of these methods in the context of a 
school. She must be flexible enough to organize 
her own classroom activities so that the short 
individual trips to the laboratory do not unsettle 
the general routine. Her attitudes toward early 
learning are also important. 
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assistant to whom he has been assigned. One 
of the most remarkable things about this en- 
vironment is that, day in and day out, children 
elect to come to it. Sometimes several months 
go by without one child of the current group 
(which numbers 60) refusing his turn. How- 
ever, it frequently happens that a child does 
not want to leave when his time is up, in 
which case he is gently picked up and told 
that another child is waiting. 

From what has been said it should be clear 
that the adults the child encounters in the 
laboratory are not the significant adults in 
his life—they are not his mother, father, 
grandmother, etc. Those significant adults 
who ordinarily are in the best position to 
reward or punish him have no way of know- 
ing how he spends his time in the laboratory 
On a day-to-day basis. It is therefore unlike 
Little League Baseball, with relatives and 
friends observing from the sidelines; the lab- 
oratory time represents 30 minutes away from 
the significant persons in his life. 

To “cut off” 30 minutes from the rest of 
the day in this fashion does not necessarily 
mean that the experience is without conse- 
quences for the remainder of the child’s day. 
Just as most autotelic activities make use of 
Cultural objects (Anderson and Moore, 1957; 
Moore, 1958; Moore and Anderson, 1963; 
Moore and Lewis, 1963), which are formally 
‘Somorphie with significant features of many 
Serious aetivities [as Anderson and T have 
{reed before (Moore and Anderson, 1962) : 
3) puzzles, b) games of chance, c) games of 
Strategy, and d) aesthetic objects are formally 
“milar to a) puzzling situations, b) the alea- 
tory features of experience, ¢) cooperative and 
competitive undertakings, and d) the affective 
Side of living] so, too, it is possible to design 
Autotelic responsive environments in which a 
child can play with cultural objects, which 
though hot ordinarily treated autotelically, are 
Still Structurally isomorphic with selected as- 
Pects of the world outside the laboratory. 
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23. THE IDEA OF SUMMERHILL * 


A. S. NEILL 


This is a story of a modern school—Sum- 
merhill. 

Summerhill was founded in the year 1921. 
The school is situated within the village of 
Leiston, in Suffolk, England, and is about one 
hundred miles from London. 

Just a word about Summerhill pupils. Some 
children come to Summerhill at the age of five 
years, and others as late as fifteen. The chil- 

dren generally remain at the school until they 
are sixteen years old. We generally have about 
twenty-five boys and twenty girls. 

The children are divided into three groups: 
The youngest range from five to seven, the 
intermediates from eight to ten, and the oldest 
from eleven to fifteen. 

Generally we have a fairly large sprinkling 
of children from foreign countries. At the 
present time (1960) we have five Scandina- 
vians, one Hollander, one German and one 
American. 

The children are housed by age groups with 
a house mother for each group. The inter- 
mediates sleep in a stone building, the seniors 
sleep in huts. Only one or two older pupils 
have rooms for themselves. The boys live 
two or three or four to a room, and so do 
the girls. The pupils do not have to stand room 
inspection and no one picks up after them. 
They are left free. No one tells them what to 
wear: they put on any kind of costume they 
want to at any time. 

Newspapers call it a Go-as-you-please 
School and imply that it is a gathering of wild 
primitives who know no law and have no 
manners. 

*“The Idea of Summerhill,” pp. 3-12, from 
Summerhill: A Radical Approach to Child Rear- 
ing by A. S. Neill, Copyright 1960, Hart Publish- 
ing Company, New York. 


It seems necessary, therefore, for me to 
write the story of Summerhill as honestly as 
I can. That I write with a bias is natural; 
yet I shall try to show the demerits of Sum- 
merhill as well as its merits. Its merits will 
be the merits of healthy, free children whose 
lives are unspoiled by fear and hate. 

Obviously, a school that makes active chil- 
dren sit at desks studying mostly useless sub- 
jects is a bad school. It is a good school only 
for those who believe in such a school, for 
those uncreative citizens who want docile, un- 
creative children who will fit into a civilization 
whose standard of success is money. 

Summerhill began as an experimental school. 
It is no longer such; it is now a demonstration 
school, for it demonstrates that freedom works. 

When my first wife and I began the school, 
we had one main idea: to make the school fit 
the child—instead of making the child fit the 
school. 

I had taught in ordinary schools for many 
years. I knew the other way well. I knew it 
was all wrong. It was wrong because it was 
based on an adult conception of what a child 
should be and of how a child should learn. The 
other way dated from the days when psy- 
chology was still an unknown science. 

Well, we set out to make a school in which 
we should allow children freedom to be them- 
selves. In order to do this, we had to renounce 
all discipline, all direction, all suggestion, all 
moral training, all religious instruction. We 
have been called brave, but it did not require 
courage. All it required was what we had—@ 
complete belief in the child as a good, not a” 
evil, being. For almost forty years, this belief 
in the goodness of the child has never wav- 
ered; it rather has become a final faith. 
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My view is that a child is innately wise and 
realistic. If left to himself without adult sug- 
gestion of any kind, he will develop as far as 
he is capable of developing. Logically, Sum- 
merhill is a place in which people who have 
the innate ability and wish to be scholars will 
be scholars; while those who are only fit to 
Sweep the streets will sweep the streets. But 
we have not produced a street cleaner so far. 
Nor do I write this snobbishly, for I would 
rather see a school produce a happy street 
cleaner than a neurotic scholar. 

What is Summerhill like? Well, for one 
thing, lessons are optional. Children can go 
to them or stay away from them—for years 
if they want to. There is a timetable—but 
only for the teachers. 

The children have classes usually according 
to their age, but sometimes according to their 
interests. We have no new methods of teach- 
Ing, because we do not consider that teaching 
in itself matters very much. Whether a school 
has or has not a special method for teaching 
long division is of no significance, for long 
division is of no importance except to those 
who want to learn it. And the child who wants 
to learn long division will learn it no matter 
how it is taught. 

Children who come to Summerhill as kin- 
dergarteners attend lessons from the begin- 
ning of their stay; but pupils from other 
Schools vow that they will never attend any 
beastly lessons again at any time. They play 
and cycle and get in people’s way, but they 
fight shy of lessons. This sometimes goes on 
for months. The recovery time is proportion- 
ate to the hatred their last school gave them. 
Our record case was a girl from a convent. 
She loated for three years. The average period 
of recovery from lesson aversion is three 
months, 

Strangers to this idea of freedom will be 
Wondering what sort of madhouse it is where 
children play all day if they want to. Many 
an adult says, “If I had been sent to a school 
like that, I’d never have done a thing.” Otnes 
Say, “Such children will feel themselves heavily 

andicapped when they have to compete 
against children who have been made to learn. 

I think of Jack who left us at the age of 
Seventeen to vo into-an engineering factory- 

ne day, the managing director sent for him. 
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“You are the lad from Summerhill,” he said. 
“I’m curious to know how such an education 
appears to you now that you are mixing with 
lads from the old schools. Suppose you had 
to choose again, would you go to Eton or 
Summerhill?” 

“Oh, Summerhill, of course,” replied Jack. 

“But what does it offer that the other schools 
don’t offer?” 

Jack scratched his head. “I dunno,” he said 
slowly; “I think it gives you a feeling of com- 
plete self-confidence.” 

“Yes,” said the manager dryly, “I noticed 
it when you came into the room.” 

“Lord,” laughed Jack, “I’m sorry if I gave 
you that impression.” 

“I liked it,” said the director. “Most men 
when I call them into the office fidget about 
and look uncomfortable, You came in as my 
equal. By the way, what department did you 
say you would like to transfer to?” 

This story shows that learning in itself is 
not as important as personality and character. 
Jack failed in his university exams because he 
hated book learning. But his lack of knowledge 
about Lamb’s Essays or the French language 
did not handicap him in life. He is now a 
successful engineer. 

All the same, there is a lot of learning in 
Summerhill. Perhaps a group of our twelve- 
year-olds could not compete with a class of 
equal age in-handwriting or spelling or frac- 
tions. But in an examination requiring ori- 
ginality, our lot would beat the others hollow. 

We have no class examinations in the school, 
but sometimes I set an exam for fun. The 
following questions appeared in one such 
paper: 

Where are the following:—Madrid, Thurs- 

day Island, yesterday, love, democracy, hate, 

my pocket screwdriver (alas, there was no 
helpful answer to that one). 

Give meanings for the following: (the 
number shows how many are expected for 
each)—Hand (3) ... only two got the 
third right—the standard of measure for a 
horse. Brass (4) ... metal, cheek, top 
army officers, department of an orchestra. 
Translate Hamlets To-be-or-not-to-be 
speech into Summerhillese. 

These questions are obviously not intended 
to be serious, and the children enjoy them 
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thoroughly. Newcomers, on the whole, do not 
rise to the answering standard of pupils who 
have become acclimatized to the school. Not 
that they have less brain power, but rather 
because they have become so accustomed to 
work in a serious groove that any light touch 
puzzles them. 

This is the play side of our teaching. In 
all classes much work is done. If, for some 
reason, a teacher cannot take his class on the 
appointed day, there is usually much dis- 
appolitment for the pupils 

David, agod nine, had to be isolated for 
Whooping cough, He cried bitterly, “PIL miss 
Roger’s lesson in geography,” he protested. 
David had been in the school practically from 
birth, and he had definite and final ideas about 
the necessity of having his lessons given to 
him. David is now a lecturer in mathematics 
at London University. 

A few years ago someone at a General School 
Meeting (at which all school rules are voted 
by the entire school, each pupil and each staff 
member having one vote) proposed that a 
certain culprit should be punished by being 
banished from lessons for a week. The other 
children protested on the ground that the pun- 
ishment was too severe. 

My staff and I have a hearty hatred of all 
examinations. To us, the university exams 
are anathema. But we cannot refuse to teach 
children the required subjects. Obviously, as 
long as the exams are in existence, they are 
our master. Hence, the Summerhill staff is 
always qualified to teach to the set standard. 

Not that many children want to take these 
exams; only those going to the university do 
so. And such children do not seem to find it 
especially hard to tackle these exams. They 
generally begin to work for them seriously at 
the age of fourteen, and they do the work in 
about three years. Of course they don’t always 
pass at the first try. The more important fact 
is that they try again. 

Summerhill is possibly the happiest school 
in the world. We have no truants and seldom 
a case of homesickness. We very rarely have 
fights—quarrels, of course, but seldom have I 
seen a stand-up fight like the ones we used to 
have as boys. I seldom hear a child ery, be- 
cause children when free have much less hate 
to express than children who are downtrodden. 
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Hate breeds hate, and love breeds love. Love 
means approving of children, and that is essen- 
tial in any school. You can’t be on the side 
of children if you punish them and storm at 
them. Summerhill is a school in which the 
child knows that he is approved of. 

Mind you, we are not above and beyond 
human foibles. I spent weeks planting potatoes 
one spring, and when I found eight plants 
pulled up in June, I made a big fuss. Yet there 
was a difference between my fuss and that of 
an authoritarian. My fuss wae about potatoes, 
but the fuss an anthoritarian would have 
made would haye dragged in the question of 
morality—right and wrong. I did not say 
that it was wrong to steal my spuds; I did 
not make it a matter of good and evil—L made 
it a matter of my spuds. They were my spuds 
and they should have been left alone. I hope 
I am making the distinction clear. 

Let me put it another way. To the chil- 
dren, I am no authority to be feared. I am 
their equal, and the row I kick up about my 
spuds has no more significance to them than 
the row a boy may kick up about his punctured 
bicycle tire. It is quite safe to have a row 
with a child when you are equals. 

Now some will say: “That’s all bunk. There 
can’t be equality. Neill is the boss; he is 
bigger and wiser.” That is indeed true, I am 
the boss, and if the house caught fire the chil- 
dren would run to me. They know that I am 
bigger and more knowledgeable, but that does 
not matter when I meet them on their own 
ground, the potato patch, so to speak. 

When Billy, aged five, told me to get out 
of his birthday party because I hadn’t been 
invited, I went at once without hesitation— 
just as Billy gets out of my room when I don’t 
want his company. It is not easy to describe 
this relationship between teacher and child, 
but every visitor to Summerhill knows what 
I mean when I Say that the relationship is 
ideal. One sees it in the attitude to the staff 
in general. Rudd, the chemistry man, is Derek- 
Other members of the staff are known as 
Harry, and Ulla, and Pam. I am Neill, and 
the cook is Esther. 

In Summerhill, everyone has equal rights. 
No one is allowed to walk on my grand piano, 
and I am not allowed to borrow a boy’s cycle 
without his permission. At a General School 


LEARNING AND THE CLASSROOM 


Meeting, the vote of a child of six counts for 
as much as my vote does. 

But, says the knowing one, in practice of 
Course the voices of the grownups count. 
Doesn’t the child of six wait to see how you 
vote before he raises his hand? I wish he 
Sometimes would, for too many of my pro- 
posals are beaten. Free children are not easily 
influenced; the absence of fear accounts for 
this phenomenon. Indeed, the absence of fear 
is the finest thing that can happen to a child. 

Our children do not fear our staff, One of 
the school rules is that after ten o'clock at 


night there shall be quietness on the upper 
corridor. One night, about eleven, a pillow 
fight was going on, and I left my desk, where 
L was writing, to protest against the row, As 
I got upstairs, there was a scurrying of feet 
and the corridor was empty and quiet. Sud- 
denly I heard a disappointed voice say, 
“Humph, it’s only Neill,” and the fun began 
again at once. When I explained that I was 
trying to write a book downstairs, they showed 
Concern and at once agreed to chuck the noise. 
Their scurrying came from the suspicion that 
their bedtime officer (one of their own age) 
Was on their track. 

I emphasize the importance of this absence 
of fear of adults. A child of nine will come 
and tell me he has broken a window with a ball. 
He tells me, because he isn’t afraid of arousing 
Wrath or moral indignation. He may have to 
Pay for the window, but he doesn’t have to fear 

eing lectured or being punished. 

here was a time some years back when the 

School Government resigned, and no one would 
Stand for election. I seized the opportunity of 
Putting up a notice: “In the absence of a 
Sovernment, I herewith declare myself Dic- 
tator, Heil Neill!” Soon there were mutter- 
‘Nes. In the afternoon Vivien, aged six, came 
© me and said, “Neill, I've broken a window 
n the gym.” , 
.,., Waved him away. “Don’t bother me with 
"tle things like that,” I said, and he went. 

A little later he came back and said he had 
roken two windows. By this time I was 
“urious, and asked him what the idea was. 

T don’t like dictators,” he said, kn 
Coy, like going without my grub.” a a 

vered later that the opposition to dictato 
Ship had tried to take itself out on the cook, 


i 


don’t 
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who promptly shut up the kitchen and went 
home.) 

“Well,” I asked, “what are you going to do 
about it?” 

“Break more windows,” he said doggedly. 

“Carry on,” I said, and he carried on. 

When he returned, he announced that he 
had broken seventeen windows. “But mind,” 
he said earnestly, “I’m going to pay for them.” 

“How?” 

“Out of my pocket money. How long will it 
take me?” 

1 did a rapid calculation. “About ten years," 
i said. 

He looked glum for a minute; then I saw his 
face light up. “Gee,” he cried, “I don’t have 
to pay for them at all.” 

“But what about the private property rule?” 
I asked. “The windows are my private pro- 
perty.” 

“T know that but there isn’t any private 
property rule now. There isn’t any govern- 
ment, and the government makes the rules.” 

It may have been my expression that made 
him add, “But all the same I’ll pay for them.” 

But he didn’t have to pay for them. Lectur- 
ing in London shortly afterward, I told the 
story; and at the end of my talk, a young man 
came up and handed me a pound note “to pay 
for the young devil’s windows.” Two years 
later, Vivien was still telling people of his 
windows and of the man who paid for them. 
“He must have been a terrible fool, because 
he never even saw me.” 

Children make contact with strangers more 
easily when fear is unknown to them. English 
reserve is, at bottom, really fear; and that is 
why the most reserved are those who have the 
most wealth. The fact that Summerhill chil- 
dren are so exceptionally friendly to visitors 
and strangers is a source of pride to me and 
my staff. 

We must confess, however, that many of our 
visitors are people of interest to the children. 
The kind of visitor most unwelcome to them 
is the teacher, especially the earnest teacher, 
who wants to see their drawing and written 
work. The most welcome visitor is the one 
vho has good tales to tell—of adventure and 
travel or, best of all, of aviation. A boxer or 
a good tennis player is surrounded at once, 
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but visitors who spout theory are left severely 
alone. eae 

The most frequent remark that visitors 
make is that they cannot tell who is staff and 
who is pupil. It is true: the feeling of unity 
is that strong when children are approved of. 
There is no deference to a teacher as a teacher. 
Staff and pupils have the same food and have 
to obey the same community laws. The chil- 
dren would resent any special privileges given 
to the staff. 

When I used to give the staff a talk on psy- 
chology every week, there was a muttering 
that it wasn’t fair. I changed the plan and 
made the talks open to everyone over twelve. 
Every Tuesday night, my room is filled with 
eager youngsters who not only listen but give 
their opinions freely. Among the subjects the 
children have asked me to talk about have been 
these: The Inferiority Complex, The Psychol- 
ogy of Stealing, The Psychology of the Gang- 
ster, The Psychology of Humor, Why Did Man 
Become a Moralist? Masturbation, Crowd Psy- 
chology. It is obvious that such children will 
go out into life with a broad clear knowledge 
of themselves and others. 


EDUCATIONAL PSYCHOLOGY 


The most frequent question asked by Sum- 
merhill visitors is, “Won’t the child turn round 
and blame the school for not making him 
learn arithmetic or music?” The answer is 
that young Freddy Beethoven and young 
Tommy Einstein will refuse to be kept away 
from their respective spheres. 

The function of the child is to live his own 
life—not the life that his anxious parents 
think he should live, nor a life according to 
the purpose of the educator who thinks he 
knows what is best. All this interference and 
guidance on the part of adults only produces 
a generation of robots. 

You cannot make children learn music or 
anything else without to some degree convert- 
ing them into will-less adults. You fashion 
them into accepters of the status quo—a good 
thing for a society that needs obedient sitters 
at dreary desks, standers in shops, mechanical 
catchers of the 8:30 suburban train—a society, 
in short, that is carried on the shabby shoul- 
ders of the scared little man—the scared-to- 
death conformist. 


24. HOW CHILDREN FAIL * 


J. S. HOLT 


Nobody starts off stupid. You have only to 
watch babies and infants, and think seriously 
about what all of them learn and do, to see 
that, except for the most grossly retarded, they 
show a style of life, and a desire and ability to 
learn that in an older person we might well 
call genius. Hardly an adult in a thousand, or 
ten thousand, could in any three years of his 
life learn as much, grow as much in his under- 
standing of the world around him, as every 
infant learns and grows in his first three years. 


* From Holt, J. S., “To Summarize” from How 
Children Fail, New York: Pitman, 1964, pp. 167- 
174, 179-181. 


But what happens, as we get older, to this 
extraordinary capacity for learning and intel- 
lectual growth? 

What happens is that it is destroyed, and 
more than by any other one thing, by the 
process that we misname education—a process 
that goes on in most homes and schools. We 
adults destroy most of the intellectual and 
creative capacity of children by the things we 
do to them or make them do. We destroy this 
capacity above all by making them afraid, 
afraid of not doing what other people want, 
of not pleasing, of making mistakes, of failing: 
of being wrong. Thus we make them afraid 
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to gamble, afraid to experiment, afraid to try 
the difficult and the unknown. Even when we 
do not create children’s fears, when they come 
to us with fears ready-made and built-in, we 
use these fears as handles to manipulate them 
and get them to do what we want. Instead 
of trying to whittle down their fears, we build 
them up, often to monstrous size. For we like 
children who are a little afraid of us, docile, 
deferential children, though not, of course, if 
they are so obviously afraid that they threaten 
our image of ourselves as kind, lovable people 
whom there is no reason to fear. We find ideal 
the kind of “good” children who are just 
enough afraid of us to do everything we want, 
without making us feel that fear of us is what 
is making them do it. 

We destroy the disinterested (I do not mean 
uninterested) love of learning in children, 
which is so strong when they are small, by 
encouraging and compelling them to work for 
petty and contemptible rewards—gold stars, 
Or papers marked 100 and tacked to the wall, 
or A’s on report cards, or honor rolls, or dean’s 


_ lists, or Phi Beta Kappa keys—in short, for the 
-Ignoble satisfaction of feeling that they are 
~ better than someone else. We encourage them 


, School is nothing more than to get a good mark 
+N a test, or to impress someone with W 


to feel that the end and aim of all they do in 
hat 


-they seem to know. We kill, not only their 


curiosity, but their feeling that it is a good 
and admirable thing to be curious, so that by 
the age of ten most of them will not ask ques- 
tions, and will show a good deal of scorn for 


* the few who do. 


In many ways, we break down children’s 


Convictions that things make sense, Or their 
Ope that things may prove to make sense. 
© do it, first of all, by breaking up life into 

arbitrary and disconnected hunks of subject 

matter, which we then try to “integrate” by 

Such artificial and irrelevant devices as having 

Children sing Swiss folk songs while they at? 

Studying the geography of Switzerland, oF ep 

arithmetic problems about rail-splitting while 

they are studying the boyhood of Lincoln. 

Furthermore, we continually confront them 

With what is senseless, ambiguous, and contra- 

dictory . worse, we do it without knowing that 

We are doing it, so that, hearing nonsense 

Shoved at them as if it were sense, they come 
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to feel that the source of their confusion lies 
not in the material but in their own stupidity. 
Still further, we cut children off from their 
own common sense and the world of reality by 
requiring them to play with and shove around 
words and symbols that have little or no 
meaning to them. Thus we turn the vast 
majority of our students into the kind of 
people for whom all symbols are meaningless; 
who cannot use symbols as a way of learning 
about and dealing with reality; who cannot 
understand written instructions; who, even 
if they read books, come out knowing no more 
than when they went in; who may have a few 
new words rattling around in their heads, but 
whose material models of the world remain 
unchanged and, indeed, impervious to change. 
The minority, the able and successful students, 
we are very likely to turn into something dif- 
ferent but just as dangerous: the kind of peo- 
ple who can manipulate words and symbols 
fluently while keeping themselves largely 
divorced from the reality for which they 
stand; the kind of people who like to speak 
in large generalities but grow silent or indig- 
nant if someone asks for an example of what 
they are talking about; the kind of people who, 
in their discussions of world affairs, coin and 
use such words as megadeaths and mega- 
corpses, with scarcely a thought to the blood 
and suffering these words imply. 

We encourage children to act stupidly, not 
only by scaring and confusing them, but by 
boring them, by filling up their days with dull, 
repetitive tasks that make little or_no clai 
on their attention or demands on their intelli- 
gence. Our hearts leap for joy at the sight 
of a roomful of children all slogging away at 
some imposed task, and we are all the more 
and satisfied if someone tells us that 


pleased r 
the children don’t really like what they are 
doing. We tell ourselves that this drudgery, 


this endless busywork, is good preparation for 
life, and we fear that without it children would 
be hard to “control.” But why must this busy- 
work be so dull? Why not give tasks that are 
interesting and demanding? Because, in 
schools where every task must be completed 
and every answer must be right, if we give 
children more demanding tasks they will be 
ill instantly insist that we show 


fearful and w 
When you have acres 


them how to do the job. 
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of paper to fill up with pencil marks, you have 
no time to waste on the luxury of thinking. 
By such means children are firmly established 
in the habit of using only a small part of their 
thinking capacity. They feel that school is a 
place where they must spend most of their 
time doing dull tasks in a dull way. Before 
long they are deeply settled in a rut of unin- 
telligent behavior from which most of them 
could not escape even if they wanted to. 
+ School tends to be a dishonest as well as a 
«a nervous place. We adults are not often honest 
+ with children, least of all in school. We tell 
them, not what we think, but what we feel 
they ought to think; or what other people feel 
or tell us they ought to think. Pressure groups 
find it easy to weed out of our classrooms, 
texts, and libraries whatever facts truths, and 
ideas they happen to find unpleasant or incon- 
venient. And we are not even as truthful with 
children as we could safely be, as the parents, 
politicians, and pressure groups would let us 
be. Even in the most non-controversial areas 
our teaching, the books, and the textbooks we 
give children present a dishonest and distorted 
picture of the world. 
r The fact is that we do not feel an obligation 
» to be truthful to children. We are like the 
managers and manipulators of news in Wash- 
ington, Moscow, London, Peking, and Paris, 
and all the other capitals of the world. We 
think it our right and our duty, not to tell 
the truth, but to say whatever will best serve 
our cause—in this ease, the cause of making 
children grow up into the kind of people we 
* want them to be, thinking whatever we want 
, them to think. We have only to convince our- 
selves (and we are very easily convinced) that 
a lie will be “better” for the children than the 
truth, and we will lie. We don’t always need 
even that excuse; we often lie only for our 
own convenience. 

Worse yet, we are not honest about our- 
selves, our own fears, limitations, weaknesses, 
prejudices, motives. We present ourselves to 
y children as if we were gods, all-knowing, all- 
ı powerful, always rational, always just, always 
ı right. This is worse than any lie we could tell 
about ourselves. I have more than once shocked 
teachers by telling them that when kids ask 
me a question to which I don’t know the an- 
swer, I say, “I haven’t the faintest idea”; or 
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that when I make a mistake, as I often do, I 
say, “I goofed again”; or that when I am try- 
ing to do something I am no good at, like 
paint in water colors or play a clarinet or 
bugle, I do it in front of them so they can 
see me struggling with it, and can realize that 
not all adults are good at everything. If a 
child asks me to do something that I don’t 
want to do, I tell him that I won't do it because 
I don’t want to do it, instead of giving him a 
list of “good” reasons sounding as if they had 
come down from the Supreme Court. Interest- 
ingly enough, this rather open way of dealing 
with children works quite well. If you tell a 
child that you won’t do something because you 
don’t want to, he is very likely to accept that 
as a fact which he cannot change; if you ask 
him to stop doing something because it drives 
you crazy, there is a very good chance that, 
without further talk, he will stop, because he 
knows what that is like. 
We are, above all, dishonest about our feel- 
\ ings, and it is this sense of dishonesty of feel- 
ing that makes the atmosphere of so many 
{schools so unpleasant. The people who write 
hooks that teachers have to read say over and 
pe again that a teacher must love all the 
children in a class, all of them equally. If 
by this they mean that a teacher must do 
the best he can for every child in a class, 
that he has an equal responsibility for every 
child's welfare, an equal concern for his prob- 
lems, they are right. But when they talk of 
love they don’t mean this; they mean feelings, 
affection, the kind of pleasure_and_joy_that 
one person can get from the existence and 
company of another. And this is not some- 
thing that can be measured out in little spoon- 
fuls, everyone getting the same amount. 
In a discussion of this in a class of teachers, 
I once said that I like some of the kids in MY 
class much more than others and that, with- 
out Saying which ones I liked best, I had told 
them so. After all, this is something that 
children know, whatever we tell them; it }§ 
futile to lie about it, Naturally, these teachers 
were horrified. “What a terrible thing to say!’ 
one said. “I love all the children in my class 
exactly the same.” Nonsense; a teacher who 
Says this is lying, to herself or to others, and 
Probably doesn’t like any of the children very 
much. Not that there is anything wrong wit 
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that; plenty of adults don’t like children, and 
there is no reason why they should. But the 
trouble is they feel they should, which makes 
them feel guilty, which makes them feel re- 
sentful, which in turn makes them try to work 
off their guilt with indulgence and their resent- 
ment with subtle cruelties—cruelties of a kind 
that can be seen in many classrooms. Above 
all, it makes them put on the phony, syrupy, 
Sickening voice and manner, and the fake 
smiles and forced, bright laughter that chil- 
dren see so much of in school, and rightly 
resent and hate. 

As we are not honest with them, so we 
Won’t let children be honest with us. To begin 
with, we require them to take part in the fic- 
tion that school is a wonderful place and that 
they love every minute of it. They learn early 
that not to like school or the teacher is ver- 
boten, not to be said, not even to be thought. 

have known a child, otherwise healthy, happy, 
and wholly delightful, who at the age of five 
Was being made sick with worry by the fact 
that she did not like her kindergarten teacher. 
Robert Heinemann worked for a number of 
years with remedial students whom ordinary 
Schools were hopelessly unable to deal with. 
He found that what choked up and froze the 
Minds of these children was above all else the 
fact that they could not express, they could 
hardly even acknowledge the fear, shame, rage, 
and hatred that school and their teachers had 
aroused in them. In a situation in which they 
Were and felt free to express these feelings 
to themselves and others, they were able once 
again to begin learning. Why can’t we say to 
children what I used to say to fifth graders 
Who got sore at me, “The law says you have to 
£0 to school; it doesn’t say you have to like it, 
and it doesn’t say you have to like me either. 

his might make school more bearable for 
Many children. 

Children hear all the time, “Nice people 
don’t say such things.” They learn early 17 
life that for unknown reasons they must not 
talk about a large part of what they think 
and feel, are most interested in, and worried 
about. It is a rare child who, anywhere 1m 

1S growing up, meets even one older person 
With whom he can talk openly about what 
Most interests him, concerns him, aortic’ 
im. This is what rich people are buying 
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for their troubled kids when for $25 per hour 
they send them to psychiatrists. Here is 
someone to whom you can speak honestly about 
whatever is on your mind, without having to 
worry about his getting mad at you. But do 
we have to wait until a child is snowed under 
by his fears and troubles to give him this 
chance? And do we have to take the time of 
a highly trained professional to hear what, 
earlier in his life, that child might have told 
anybody who was willing to listen sympa- 
thetically and honestly? The workers in a 
project called Streetcorner Research, in Cam- 
bridge, Mass., have found that nothing more 
than the opportunity to talk openly and freely 
about themselves and their lives, to people who 
would listen without judging, and who were 
interested in them as human beings rather 
than as problems to be solved or disposed of, 
has totally remade the lives and personalties 
of a number of confirmed and seemingly hope- 
less juvenile delinquents. Can’t we learn some- 
thing from this? Can’t we clear a space for 
honesty and openness and self-awareness in the 
lives of growing children? Do we have to 
make them wait until they are in a jam before 
giving them a chance to say what they think? 
We cannot have real learning in school if we 
think it is our duty and our right to tell 
children what they must learn. We cannot 
know, at any moment, what particular bit of 
knowledge or understanding a child needs 
most, will most strengthen and best fit his 
model of reality. Only he can do this. He 
may not do it very well, but he can do it a 
hundred times better than we can. The most 
we can do is try to help, by letting him know 
roughly what is available and where he can 
look for it. Choosing what he wants to learn 
and what he does not is something he must 
ydo for himself. i 
There is one more reason, and the most im- 
portant one, why we must reject the idea of 
school and classroom as places where, most 
of the time, children are doing what some 
adult tells them to do. The reason is that there 
is no way to coerce children without making 
them afraid, or more afraid. We must not 
try to fool ourselves into thinking that is not 
so. The would-be progressives, who until re- 
cently had great influence over most American 


public school education, did not recognize this 
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—and still do not. They thought, or at least 
talked and wrote as if they thought, that there 
were good ways and bad ways to coerce chil- 
dren (the bad ones mean, harsh, cruel, the 
good ones gentle persuasive, subtle, kindly), 
and that if they avoided the bad and stuck 
to the good they would do no harm. This was 
one of their greatest mistakes, and the main 
reason why the revolution they hoped to ac- 
complish never took hold. 

The idea of painless, non-threatening coer- 
cion is an illusion. Fear is the inseparable 
companion of coercion, and its inescapable con- 
sequence. If you think it your duty to make 
children do what you want, whether they will 
or not, then it follows inexorably that you 
must make them afraid of what will happen 
to them if they don’t do what you want. You 
can do this in the old-fashioned way, openly 
and avowedly, with the threat of harsh words, 
infringement of liberty, or physical punish- 
ment. Or you can do it in the modern way, 
subtly, smoothly, quietly, by withholding the 
acceptance and approval which you and others 
have trained the children to depend on; or by 
making them feel that some retribution awaits 
them in the future, too vague to imagine but 
too implacable to escape. You can, as many 
skilled teachers do, learn to tap with a word, 
a gesture, a look, even a smile, the great 
reservoir of fear, shame, and guilt that to- 
day’s children carry around inside them. Or 
you can simply let your own fears, about what 
will happen to you if the children don’t do 
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what you want, reach out and infect them. 
Thus the children will feel more and more 
that life is full of dangers from which only 
the goodwill of adults like you can protect 
them, and that this goodwill is perishable and 
must be earned anew each day. 

The alternative—I can see no other—is to 
have schools and classrooms in which each 
child in his own way can satisfy his curiosity, 
develop his abilities and talents, pursue his 
interests, and from the adults and older chil- 
dren around him get a glimpse of the great 
variety and richness of life. In short, the 
school should be a great smörgåsbord of intel- 
lectual, artistic, creative, and athletic activi- 
ties, from which each child could take what- 
ever he wanted, and as much as he wanted, oF 
as little. When Anna was in the sixth grade, 
the year after she was in my class, I mentioned 
this idea to her. After describing very sketch- 
ily how such a school might be run, and what 
the children might do, I said, “Tell me, what 
do you think of it? Do you think it would 
work? Do you think the kids would learn 
anything?” She said, with utmost conviction, 
“Oh, yes, it would be wonderful!” She was 
silent for a minute or two, perhaps remem- 
bering her own generally unhappy schooling. 
Then she said thoughtfully, “You know, kids 
really like to learn; we just don’t like being 
pushed around.” 

No, they don’t; and we should be grateful 


for that. So let’s stop pushing them around, 
and give them a chance. 


25. AMERICAN SCHOOLROOMS: LEARNING THE NIGHTMARE 


JULES HENRY 


School is an institution for drilling children 
in cultural orientations. Educators have at- 
tempted to free the school from drill, but have 


* By Henry, J., “American Schoolrooms: 
Renata the Nightmare,” Columbia University 
Forum, Spring 1963, pp. 24-30. 


failed because they have always chosen the 
most obvious “enemy” to attack, Furthermore, 
with every enemy destroyed, new ones are in- 
Stalled among the old fortifications that are 
the enduring contradictory maze of the cul- 
ture. Educators think that when they have 
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made arithmetic or spelling into a game; made 
it unnecessary for children to “sit up 
straight”; defined the relation between teacher 
and children as democratic; and introduced 
plants, fish, and hamsters into schoolrooms, 
they have settled the problem of drill. They 
are mistaken. 

The paradox of the human condition is ex- 
pressed more in education than elsewhere in 
human culture, because learning to learn has 
been and continues to be Homo sapiens’ most 
formidable evolutionary task. Although it is 
true that mammals, as compared to birds and 
fishes, have to learn so much that it is diffi- 
cult to say by the time we get to the chimpan- 
zees which behavior is inborn and which is 
learned, the learning task has become so enor- 
mous for man that today, education, along with 
Survival, constitutes a major preoccupation. In 
all the fighting over education we are simply 
Saying that after a million years of struggling 
to become human, we are not yet satisfied that 
We have mastered the fundamental human 
task, learning. 

Another learning problem inherent in the 
human condition is this: We must conserve 
culture while changing it, we must always 

© more sure of surviving than of adapting. 
enever a new idea appears, our first con- 
cern as animals must be that it does not kill 
uS; then, and only then, can we look at it 
ny other points of view. In general, primi- 
wate es solved this problem eed 
tie Ing their children off from new possi s 
thy by educational methods that, largely 
ough fear, so narrowed the perceptual 
Sphere that nontraditional ways of viewing 
he world became unthinkable. 
he function of education has never been 
ds free the mind and the spirit of man, but 
bind them. To the end that the mind and 
Spirit of his children should never escape, 
°mo sapiens has wanted acquiescence, not 
Originality, from his offspring. It is natural 
that this should be so, for where every man 
'S unique there is no society, and where there 
'S no society there can be no man. Contem- 
Porary American educators think they want 
Creative children, yet it is an open question 
aS to what they expect these children to cre- 
Ate. If all through school the young were 
Voked to question the Ten Commandments, 


pro- 
the 
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sanctity of revealed religion, the foundations 
of patriotism, the profit motive, the two-party 
system, monogamy, the laws of incest, and 
so on, we would have more creativity than 
we could handle. In teaching our children to 
accept fundamentals of social relationships 
and religious beliefs without question we fol- 
low the ancient highways of the human race. 

American classrooms, like educational in- 
stitutions anywhere, express the values, pre- 
occupations, and fears found in the culture 
as a whole. School has no choice; it must train 
the children to fit the culture as it is. School 
can give training in skills; it cannot teach 
creativity. Since the creativity that is en- 
couraged—as in science and mathematics, for 
example—will always be that which satisfies 
the cultural drives at the time, all the Ameri- 
can school can do is nurture that creativity 
when it appears. 

Creative intellect is mysterious, devious, and 
irritating. An intellectually creative child 
may fail in social studies, for example, sim- 
ply because he cannot understand the stupidi- 
ties he is taught to believe as “fact.” He may 
even end up agreeing with his teachers that 
he is “stupid” in social studies. He will not 
be encouraged to play among new social sys- 
tems, values, and relationships, if for no other 
reason than that the social studies teachers 
will perceive such a child as a poor student. 
Furthermore, such a child will simply be un- 
able to fathom the absurdities that seem trans- 
parent truth to the teacher. What idiot be- 
lieves in the “law of supply and demand,” for 
example? But the children who do, tend to 
become idiots; and learning to be an idiot is 
part of growing up! Or, as Camus put it, 
learning to be absurd. Thus the intellectually 
creative child who finds it impossible to learn 
to think the absurd the truth, who finds it 
difficult to accept absurdity as a way of life, 
usually comes to think himself stupid. 

Schools have therefore never been places 
for the stimulation of young minds; they are 
the central conserving force of the culture, 
and if we observe them closely they will tell 
us much about the cultural pattern that binds 
"luch of what I am now going to say pivots 
he inordinate capacity of a human being 
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child writing the word “August” on the board, 
for example, is not only learning the word 
“August,” but also how to hold the chalk 
without making it squeak, how to write 
clearly, how to keep going even though the 
class is tittering at his slowness, how to ap- 
praise the glances of the children in order 
to know whether he is doing it right or wrong. 
If a classroom can be compared to a communi- 
cations system—a flow of messages between 
teacher (transmitter) and pupils (receivers) 
—it is instructive to recall another character- 
istic of communications systems applicable to 
classrooms: their inherent tendency to gen- 
erate noise. Noise, in communications theory, 
applies to all those random fluctuations of the 
system that cannot be controlled, the sounds 
that are not part of the message. The striking 
thing about the child is that along with his 
“messages about spelling” he learns all the 
noise in the system also. But—and mark this 
well—it is not primarily the message (the 
spelling) that constitutes the most important 
subject matter to be learned, but the noise! 
The most significant cultural learnings—pri- 
marily the cultural drives—are communicated 
as noise. Let us see the system operate in some 
of the contemporary suburban classrooms my 
students and I studied over a period of six 
years. 


It is March 17 and the children are sing- 
ing songs from Ireland and her neighbors. 
The teacher plays on the piano, while the 
children sing. While some children sing, a 
number of them hunt in the index, find a 
song belonging to one of Ireland’s neigh- 
bors, and raise their hands in order that 
they may be called on to name the next song. 
The singing is of that pitchless quality al- 
ways heard in elementary school classrooms. 
The teacher sometimes sings through a 
song first, in her off-key, weakishly husky 
voice. 

The usual reason for this kind of song 
period is that the children are “broadened” 
while they learn something about musie and 
singing. But what the children in fact learn 
about singing is to sing like everybody else. 
(This phenomenon—the standard, elementary 
school pitchlessness of the English-speaking 
world—was impressive enough for D. H. 
Lawrence to mention it in Lady Chatterley’s 
Lover. The difficulty in achieving true pitch 
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is so pervasive among us that missionaries 
carry it with them to distant jungles, teach- 
ing the natives to sing hymns off key. Hence 
on Sundays we would hear our Pilagá Indian 
friends, all of them excellent musicians in the 
Pilaga scale, carefully copy the missionaries 
by singing Anglican hymns, translated into 
Pilaga off key exactly as sharp or as flat as 
the missionaries sang.) Thus one of the first 
things a child with a good ear learns in ele- 
mentary school is to be musically stupid; he 
learns to doubt or to scorn his innate musical 
capacities. 

But possibly more important than this is 
the use to which teacher and pupils put the 
lesson in ways not related at all to singing 
or to Ireland and her neighbors. To the 
teacher this was an opportunity to let the 
children somehow share the social aspects of 
the lesson with her. The consequence was dis- 
traction from singing as the children hunted 
in the index, and the net result was to acti- 
vate the children’s drives toward competition, 
achievement, and dominance. In this way the 
song period was scarcely a lesson in singing, 
but rather one in extorting the maximal bene- 
fit for the Self from any situation. 

The first lesson a child has to learn when 
he comes to school is that lessons are not 
what they seem. He must then forget this 
and act as if they were. This is the first step 
toward “school mental health”; it is also the 
first step in becoming absurd. The second les- 
son is to put the teachers’ and students’ cri- 
teria in place of his own. The child must 
learn that the proper way to sing is tune- 
lessly and not the way he hears the music; 
that the proper way to paint is the way the 
teacher says, not the way he sees it; that the 
proper attitude is not pleasure, but competi- 
tive horror at the success of his classmates, 
and so on. And these lessons must be so in- 
ternalized that he will fight his parents if 
they object. The early schooling process is not 
successful unless it has produced in the child 
an acquiescence in its criteria, unless the child 
wants to think the way school has taught him 
to think. What we see in kindergarten and 
the early years of school is the pathetic sur- 
render of babies. How could it be otherwise? 

Now nothing so saps self-confidence as 
alienation from the Self. It would follow that 
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school, the chief agent in the process, must 
try to provide the children with “ego sup- 
port,” for culture tries to remedy the ills it 
creates. Hence the effort to give children 
recognition in our schools. Hence the conver- 
sion of the songfest into an exercise in Self- 
realization. That anything essential was nur- 
tured in this way is an open question, for the 
kind of individuality that was recognized as 
the children picked titles out of the index was 
mechanical, without a creative dimension, and 
under the strict control of the teacher. In 
Short, the school metamorphoses the child, giv- 
Ing it the kind of Self the school can manage, 
and then proceeds to minister to the Self it has 
made. 

We can see this at work in another example: 


The observer is just entering her fifth- 

grade classroom for the observation period. 

The teacher says, “Which one of you nice, 

Polite boys would like to take [the ob- 

server's] coat and hang it up?” From the 

Waving hands, it would seem that all would 

like to claim the honor. The teacher chooses 

One child, who takes the observer's coat. 

ie The teacher conducted the arithmetic 

€ssons mostly by asking, “Who would like 
to tell the answer to the next problem?” 
his question was followed by the usual 
arge and agitated forest of hands, with ap- 

Parently much competition to answer. 

What strike us here are the precision with 
which the teacher was able to mobilize the 
potentialities in the boys for the proper social 
ehavior, and the speed with which they re- 
Sponded. The large number of waving hands 
Proves that most of the boys have already 

come absurd; but they have no choice. Sup- 
Pose they sat there frozen? : 
i A skilled teacher sets up many situations 
n such a way that a negative attitude can be 
COnstrwed only as treason. The function of 
Questions like, “Which one of you nice, polite 

Oys would like to take [the observer's] coat 

and hang it up?” is to bind the children into 
absurdity—to compel them to acknowledge 
i absurdity is existence, to acknowledge 
oe it is better to exist absurd than not 3 
Xist at all. The reader will have observe 

at the question is not put, “Who has the 


Ser to the next problem?” put, “Who 
vould like to tell” it? What at one time at 
f to skill 


our 
ur culture was phrased as a challenge 
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in arithmetic, becomes here an invitation to 
group participation. The essential issue is 
that nothing is but what it is made to be by 
the alchemy of the system. 

In a society where competition for the 
basic cultural goods is a pivot of action, peo- 
ple cannot be taught to love one another. 
It thus becomes necessary for the school to 
teach children how to hate, and without ap- 
pearing to do so, for our culture cannot tole- 
rate the idea that babes should hate each other. 
How does the school accomplish this ambigu- 
ity? Obviously through fostering competition 
itself, as we can see in an incident from a fifth- 
grade arithmetic lesson. 

Boris has trouble reducing 12/16 to the 

lowest terms, and could only get as far as 

6/8. The teacher asked him quietly if that 

was as far as he could reduce it. She sug- 

gested he “think.” Much heaving up and 
down and waving of hands by the other 
children, all frantic to correct him. Boris 
pretty unhappy, probably mentally para- 
lyzed. The teacher, quiet, patient, ignores 
the others and concentrates with look and 
voice on Boris. After a minute or two, she 
turns to the class and says, “Well, who can 
tell Boris what the number is?” A forest 
of hands appears, and the teacher calls 

Peggy. Peggy says that four may be divided 

into the numerator and the denominator. 


Boris’s failure has made it possible for 
Peggy to succeed; his misery is the occasion 
for her rejoicing. This is the standard con- 
dition of the contemporary American elemen- 

To a Zuni, Hopi, or Dakota In- 
’s performance would seem cruel 
for competition the wringing 
a somebody’s failure, is a form 
of torture foreign to those noncompetitive 
cultures. Yet Peggy’s action seems natural 
to us; and so it is. How else would you run 


our world? 
Looked a 
nightmare 
a lesson in co 
not fly shriek 


tary school. 
dian, Peggy 
beyond belief, 
of success from 


t from Boris’s point of view, the 
at the blackboard was, perhaps, 
ntrolling himself so that he would 
ing from the room under enor- 
mous public pressure. Such experiences force 
every man reared in our culture, over and 
prer again, night in, night out, even at the 
pinnacle of success, to dream not of success, 
but of failure. In school the external night- 


mare is internalized for life. Boris was not 
a 


206 


learning arithmetic only; he was learning the 
essential nightmare also. To be successful in 
our culture one must learn to dream of failure. 
When we say that “culture teaches drives 
and values” we do not state the case quite 
precisely. We should say, rather, that cul- 
ture (and especially the school) provides the 
occasions in which drives and values are ex- 
perienced in events that strike us with over- 
whelming and constant force, To say that cul- 
ture “teaches” puts the matter too mildly. 
Actually culture invades and infests the mind 
as an obsession. If it does not, it will be 
powerless to withstand the impact of critical 
differences, to fly in the face of contradiction, 
to so engulf the mind that the world is seen 
only as the culture decrees it shall be seen, 
to compel a person to be absurd. The central 
emotion in obsession is fear, and the central 
obsession in education is fear of failure. In 
school, one becomes absurd through being 
afraid; but paradoxically, only by remaining 
absurd can one feel free from fear. 
Let us see how absurdity is reinforced: 


consider this spelling lesson in a fourth-grade 
class. 


The children are to play “spelling base- 
ball,” and they have lined up to be chosen 
for the two teams. There is much noise, 
but the teacher quiets it. She has selected 
a boy and a girl and sent them to the front 
of the room as team captains to choose their 
teams. As the boy and girl pick the children 
to form their teams, each child takes a seat 
in orderly succession around the room. Ap- 
parently they know the game well. Now 
Tom, who has not yet been chosen, tries to 
call attention to himself in order to be 
chosen. Dick shifts his position to be more 
in the direct line of vision of the choosers, 
so that he may not be overlooked. He seems 
quite anxious. Jane, Tom, Dick, and one 
girl whose name the observer does not know 
are the last to be chosen. The teacher even 
has to remind the choosers that Dick and 
Jane have not been chosen. . . . 


The teacher now gives out words for the 
children to spell, and they write them on 
the board. [Each word is a pitched ball, 
and each correctly spelled word is a base hit. 
The children move around the room from 
base to base as their teammates spell the 
words correctly.] The outs seem to increase 
in frequency as each side gets near the 
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children chosen last. The children have 

great difficulty spelling “August.” As they 

make mistakes, those in the seats say, “No!” 

The teacher says, “Man on third.” As a 

child at the board stops and thinks, the 

teacher says, “There’s a time limit; you 
can’t take too long, honey.” At last, after 
many children fail on “August” one child 
gets it right and returns, grinning with 
pleasure, to her seal... . The motivation 
level in this game seems terrific, All the 
children seem to watch the board, to know 
what's right and wrong, and seem quite 
keyed up, There is no lagging in moving 
from base to base. The child who is now 
writing “Thursday” stops to think after the 
first letter, and the children snicker. He 
stops after another letter. More snickers. 

He gets the word wrong. There are fre- 

quent signs of joy from the children when 

their side is right. 

“Spelling baseball” is an effort to take the 
“weariness, the fever, and the fret” out of 
spelling by absurdly transforming it into a 
competitive game. Children are usually good 
competitors, though they may never become 
good spellers; and although they may never 
learn to spell success, they know what it is, 
how to go after it, and how it feels not have it. 
A competitive game is indicated when children 
are failing, because the drive to succeed in 
the game may carry them to victory over 
the subject matter. But once a spelling lesson 
is cast in the form of a game of baseball a 
great variety of noise enters the system; be- 
cause the sounds of baseball (the baseball 
“messages”) cannot but be noise in a system 
intended to communicate spelling. If we re- 
flect that one could not settle a baseball game 
by converting it into a spelling lesson, we see 
that baseball is bizarrely irrelevant to spelling. 
If we reflect further that a child who is a 
poor speller might yet be a magnificent ball- 
player, we are even further impressed that 
learning spelling through baseball is learning 
by absurd association. 

In making spelling into a baseball game one 
drags into the classroom whatever associations 
a child may have to the impersonal sorting 
process of kid baseball, but there are dif- 
ferences between the baseball world and the 
“spelling baseball” world also. One’s failure 
is paraded before the class minute upon min- 


LEARNING AND THE CLASSROOM 


ute, until, when the worst spellers are the only 
ones left, the conspicuousness of the failures 
has been enormously increased. Thus the 
noise from baseball is amplified by a noise 
factor specific to the classroom. 

It should not be imagined that I “object” 
to all of this, for in the first place I am 
aware of the indispensable social functions 
of the spelling game, and in the second place, 
I can see that the rendering of failure con- 
spicuous cannot but intensify the quality of 
the essential nightmare, and thus render an 
important service to the culture. Without 
nightmares human culture has never been pos- 
sible. Without hatred competition cannot take 
place except in games. 

The unremitting effort by the system to 
bring the cultural drives to a fierce pitch must 
ultimately turn the children against one an- 
other; and though they cannot punch one 
another in the nose or pull one another’s 
hair in class, they can vent some of their hos- 
tility in carping criticism of one another's 
work. Carping criticism, painfully evident in 
almost any American classroom, is viciously 
destructive of the early tillage of those creative 
‘pulses we say we cherish, 

Listen to a fifth-grade class: The children 
are taking turns reading stories they have 
made up. Charlie's is called The Unknown 
Guest. 


“One dark, dreary night, on a hill a 
house stood. This house was forbidden ter- 
ritory for Bill and Joe, but they were gomg 
in anyway. The door creaked, squealed, 
slammed. A voice warned them to go home. 
They went upstairs. A stair cracked. They 
entered a room. A voice said they might 
as well stay and find out now; and their 
father came out. He laughed and they 
laughed, but they never forgot their adven- 
ture together.” 

Teacher: Are there any words that give 
you the mood of the story? 

Luey: He could have made the sentences 
alittle better. . . . 

Teacher: Let’s come back to Lucy’s com- 
ment. What about his sentences? , 

Gert: They were too short. [Charlie and 
Jeanne have a discussion about the position 
of the word “stood” in the first sentence.] f 

Teacher: Wait a minute; some people are 
forgetting their manners. - - - 

Jeff: About the room: the boys went up 
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the stairs and one “cracked,” then they were 
in the room. Did they fall through the stairs, 
or what? 

The teacher suggests Charlie make that 
a little clearer... . 

Teacher: We still haven’t decided about 
the short sentences. Perhaps they make 
the story more spooky and mysterious. 

Gwynne: I wish he had read with more 
expression instead of all at one time. 

Rachel: Not enough expression. 

Teacher: Charlie, they want a little more 
expression from you. I guess we've given 


you enough suggestions for one time. [Char- 
lie does not raise his head, which is bent 


over his desk as if studying a paper.] Char- 

lie! I guess we've given you enough sugges- 

tions for one time, Charlie, haven’t we? 

If American children fail while one of their 
number succeeds, they carp. And why not? 
We must not let our own “inner Borises” befog 
our thinking. A competitive culture endures 
by tearing people down. Why blame the chil- 
dren for doing it? 

The contemporary school is not all horrors; 
it has its gentler aspects as well. Nearing a 
conclusion, let us examine impulse release and 
affection as they appear in many suburban 
classrooms. 

Impulse is the root of life, and its release 
in the right amount, time, and place is a pri- 
mary concern of culture. Nowadays the prob- 
lem of impulse release takes on a special 
character because of the epoch’s commitment 
to “letting down the bars.” This being the 
case, teachers have a task unique in the history 
of education: the fostering of impulse release 
rather than the installation of controls. Every- 
where controls are breaking down, and firm- 
ness with impulse is no part of contemporary 
pedagogy of “the normal child.” Rather, im- 
pulse release, phrased as “spontaneity,” “life 
adjustment,” “democracy,” “permissiveness,” 
and “mothering,” has become a central doc- 
trine of education. It persists despite tough- 
minded critics from the Eastern Seaboard 
who concentrate on curriculum. The teachers 
know better; the real, the persisting, subject 
matter is noise. 

How can the teacher release children’s emo- 
tions without unchaining chaos? How can she 
mit so much noise and not lose the mes- 


f 
pe the teachers I had 


sage? Were they alive, 
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in P.S. 10 and P.S. 186 in New York City, 
who insisted on absolute silence, would say 
that chaos does prevail in many modern class- 
rooms and that the message is lost. But lest 


comfortable living and ultimately to discipline. 
She continues: 


With primary children the teacher is a 


old-fashioned readers argue that the social 
structure has fallen apart, I will point out 
what does not happen: The children do not 
fight or wrestle, run around the room, throw 
things, sing loudly, or whistle. The boys do 
not attack the girls or vice versa. Children 
do not run in and out of the room. They do 
not make the teacher’s life miserable. All 
this occurs when the social structure is torn 
down, but in the average suburban classrooms 
we studied, it never quite happens. Why not? 
Here are some excerpts from an interview 
with a second-grade teacher I’ll call Mrs. 
Olan. 


In the one-room schoolhouse in which I 
first taught, the children came from calm 
homes. There was no worry about war, and 
there was no TV or radio. Children of today 
know more about what is going on; they are 
better informed. So you can’t hold a strict 
rein on them. 

Children need to enjoy school and like it. 
They also need their work to be done; it’s 
not all play. You must get them to accept 
responsibility and to do work on their own. 


To the question, “What would you say is 
your own particular way of keeping order in 
the classroom?” Mrs. Olan says: 


Well, I would say I try to get that at 
the beginning of the year by getting this 
bond of affection and a relationship between 
the children and me. And we do that with 
stories; and I play games with them—don’t 
just teach them how to play. It’s what you 
get from living together comfortably. We 
have “share” times. ...These are the 
things that contribute toward discipline, 
Another thing is discipline—it took me a 
long time to learn it, too: I thought I was 
the boss, but I learned that even with a 
child, if you speak to him as you would to 
a neighbor or a friend you get a better 
response than if you say, “Johnny, do this 
or that.” 


Mrs. Olan has a creed: Love is the path 


mother during the day; they have to be 
able to bring their problems to you. They 
get love and affection at home, and I see no 
reason not to give it in school. 


To Mrs. Olan, mother of a 21-year-old son, 
second-grade children are pussy-cats. When 
asked, “Do you think the children tend to be 


quieter if the teacher is affectionate?” she 
says: 


If a teacher has a well-modulated voice 
and a pleasing disposition, her children are 
more relaxed and quiet. Children are like 
kittens: If kittens have a full stomach and 
lie in the sun they purr. If the atmosphere 
is such that the children are more com- 
fortable, they are quiet. It is comfortable 
living that makes the quiet child. When 
you are shouting at them and they’re shout- 
ing back at you, it isn’t comfortable living: 
It is clear to the observer that Mrs. Olan is 
no “boss,” but lodges responsibility in the 
children. She clarifies the matter further: 


It means a great deal to them to give 
them their own direction. When problems 
do come up in the room we talk them over 
and discuss what is the right thing to do 
when this or that happens. Usually you get 
pretty good answers. They are a lot harder 
on themselves than I would be; so if any 
punishment comes along like not going to an 
assembly you have group pressure. 

As the interviewer was leaving, Mrs. Olan 
remarked, “My children don’t rate as high 
[on achievement tests] as other children. | 
don’t push, and that's because I believe i” 
comfortable living.” Noise has indeed become 
subject matter, 

_ In such classrooms the contemporary train- 
ing for impulse release and fun is clear. There 
the children are not in uniform, but in the 
jerkins and gossamer of The Midsummer 
Night's Dream; it is a sweet drilling without 
pain. Since impulse and release and fun are 
a major requirement of the classroom, and 
Since they must be contained within the fou” 
walls, the instrument of containment can only 


to discipline through permissiveness; and 
school is a continuation of family life, in which 
the values of sharing and democracy lead to 


be affection. The teacher must therefore be- 
come a parent, for it is a parent above all who 
deals with the impulses of the child. 
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It is hard for us to see, since we consider 
most people inherently replaceable, that there 
is anything remarkable in a parent-figure like 
a teacher showering the symbols of affection 
on a child for a year and then letting him 
walk out of her life. However, this is almost 
unheard of outside the stream of Western 
civilization; and even in the West it is not 
common. As a matter of fact, the existence of 
children willing to accept such demonstrations 
is in itself an interesting phenomenon, based 
probably on the obsolescence of the two-parent 
family. (Today our children do not have 
enough parents, because parents are unable 
to do all that has to be done by parents nowa- 
days.) The fact that a teacher can be demon- 
Strative without inflicting deep wounds on her- 
self implies a character structure having 
Strong brakes on involvement. Her expressions 
of tenderness, then, must imply “so far and 
no farther”; and over the years, children 
must come to recognize this. If this were not 
So, children would have to be dragged shriek- 
Ing from grade to grade and teachers would 
flee teaching, for the mutual attachment would 
be so deep that its annual severing would be 
too much for either to bear. And so this noise, 
too, teaches two lessons important to today’s 
culture. From regular replacement-in-affec- 
tion children learn that the affection-giving 
figure, the teacher, is replaceable also, and so 

ey are drilled in uninvolvement. Mean- 
While, they learn that the symbols of affectiv- 
ity can be used ambiguously, and that they are 
not binding—that they can be scattered upon 
the world without commitment. 
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Again, the reader should not imagine that 
I am “against” affectionate classrooms. They 
are a necessary adjunct to contemporary child- 
hood and to the socialization of parenthood 
(the “three-parent family”) at this stage of 
our culture. Meanwhile, the dialectic of cul- 
ture suggests that there is some probability 
that when love like this enters by the door, 
learning leaves by the transom. 

What, then, is the central issue? The cen- 
tral issue is love of knowledge for its own 
sake, not as the creature of drive, exploited 
largely for survival and for prestige. Creative 
cultures have loved the “beautiful person’— 
meditative, intellectual, and exalted. As for 
the individual, the history of great civiliza- 
tions reveals little except that creativity has 
had an obstinate way of emerging only in a 
few, and that it has never appeared in the 
mass of the people. Loving the beautiful per- 
son more, we may alter this. 

The contemporary school is a place where 
children are drilled in very general cultural 
orientations, and where subject matter be- 
comes to a very considerable extent the instru- 
ment for instilling them. Because school deals 
with masses of children, it can manage only 
by reducing children all to a common defini- 
tion. Naturally that definition is determined 
by the cultural pre-occupations and so school 
creates the essential nightmare that drives 
people away from something (in our case, 
failure) and toward something (success). To- 
day our children, instead of loving knowledge, 
become embroiled in the nightmare. 


Chapter V 


PERSONALITY FACTORS AND 
SCHOOL ACHIEVEMENT 


In order to attain a full, three-dimensional psychological picture of the 
student, we are ultimately confronted with the rather thorny concept of 
personality. Though almost everyone feels a kind of instinctive under- 
standing of personality, most people seem hard-pressed when attempting 
to describe it. To the layman personality is a simple, common-sense term 
which is usually used to describe social desirability and personal appeal. 
The difference between an individual who “has” personality and one who 
is not so endowed, is almost always a difference in personal magnetism or 
even extraversion. 

Technically, however, things are not that simple, nor should they be. 
People do not have more or less personality than others, but they do 
have different personalities, Psychologists have many differing views as 
to what the precise nature of personality is, but they all reject the simplistic 
“personal-appeal” definition. Among psychologists the number of different 
viewpoints regarding personality may even exceed the many positions 
regarding the nature of learning itself, and yet, to his eternal glory, 


some attempt at consensus has been formulated by Gordon W. Allport. 


Using a kind of factor-analytic approach, Allport has sorted, sifted, and 


finally gleaned from a whole host of differing conceptual frameworks, a 
working definition that is satisfactory to most psychologists. Though lean- 
ing toward the humanistic tradition, Allport extracts the “ 


meat” from 
most of the diverse positions when he says, 


“Personality is the dynamic 
organization within the individual of those psychophysical systems that 


determine his characteristic behavior and thought.” Here we see a descrip- 
tion of personality in the context of patterned individuality, a concept 


which sees personality as dynamic yet stable, capable of change and growth, 
yet internally coherent. One’s personality can change, 


and yet the basic 
organization is consistent enough for one’s behavior 


: to be recognized 
and to some extent predicted by a close friend, loved one, or teacher. 


Although the above-cited Allport definition of personality gives us 


a working conceptual model, it must be remembered that this definition 
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was the result of a painstaking analysis of many diverse views. Other than 
the straight physical-type personality theories, such as those of Sheldon 
and Kretschmer which stress the strong association between one’s physique 
and one’s temperament, most personality theorists owe some debt to 
Sigmund Freud and his psychoanalytic theory. With some exposure to the 
Freudian position as a background, the student will find the readings in 
this area more meaningful, if only from the point of view of the basic 
terminology. 

Freud analyzed personality at two levels, the structural and the dynamic. 
At the structural level, Freud examined the basic building blocks of per- 
sonality, much as a space scientist might examine the component parts 
of an Atlas missile, with its electrical connections and intricate series 
of valves, ete. At this level, Freud saw human personality as composed 
of three basic elements, the id, the ego, and the superego. 

The Id. This is the part of the personality, inborn and largely uncon- 
scious, which is composed of man’s most primitive and animal-like instincts. 
The basic physiological drives reside in the id, and at that level are not 
ality or morality. The newborn baby is all id, and is 
therefore a rather savage bundle of uncontrolled impulses. 

The Ego. The second part of the personality, the ego, develops, at least 
during the child’s first year of life. The ego is that 
part of personality which is in contact with reality, which allows the child 
to separate self from non-self. As the child matures the ego becomes 
stronger and allows the child to tolerate some frustration, delay rea 
immediate pleasures, and avoid painful situations. Be adult whose “ego 
is strong” is more reality oriented and more self-disciplined than one whose 


constrained by re 


in embryonic form, 


ego is weak. 
The Superego. The third and the 1 
oped mostly during toilet training, is cal 


: 3 
the “still, small voice of conscience. 


» “mustn't,” “don’t,” 

izati inhibi h as “naughty,” “mustn't, j 
nali tory commands, suc y ' 

p d’s introjection of cultural norms 


i i hil 
and “dirty.” The superego 1S the ¢ i oe 
as mediated by the parents, and a later failure to heed the constraining 
mediated by the pa á f guilt and depression. 


voice of the superego may result in severe feelings = oan geen 
These, then, are the three components which form 


of personality. Freud also viewed personality from the: pee 
The previously mentioned space scientist 10053 aed Freud labeled 
wiring and valves, but also at its driving force SP of libido The libido 
the driving force, or dynamic aspect of personality, sae eA ae rd 
is the total amount of personality energy that ae libido is often 
act, especially to act in the direction of pleasure. 


i r I, be 
i i s seen in Chapter I, 

focused on certain people or things, 0 it can, a 

i r on 

blocked or “fixated” in various erogenous 7 


es of the body. 
Looking now at pe 


ast of the personality structures, devel- 
led the superego and is analogous to 
The superego is the child’s inter- 


t, both structural and dynamic, 


ysonality development, 
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the fundamental Freudian premise is that the mature personality evolves 
out of conflict. Virtually no personality theorist would disagree with this 
premise, and coupled with the emphasis on motivation, conscious and 
especially unconscious, we find the impact of the Freudian position as truly 
enormous. 

Considering the significance of personality variables on human behavior, 
it is little wonder that students of educational psychology could never 
fully appreciate the concepts of learning or academic achievement without 
regard to personality. Teachers have long recognized 
or non-intellectual factors are critical 
of their students. Even if w 


that these personality 
in determining the achievement 


e were to develop an absolutely reliable and 
valid measure of intelligence, no accurate prediction of achievement could 


be made without consideration of the non-intellectual variables. Implicit 
in the entire literature on under- and over-achievement is the assumption 
that personality and emotional variables play a crucial if not the crucial 
role in academic success, We have probably all known the individual who 
seems able to learn with little or no effort and yet, who, pathetically, flunks 
more courses than he passes. It is more than just a glib cliche that some 
students seem to be desperately, though probably unwittingly, trying not 
to achieve academically, The student’s veiled little smile when his parents 
are presented with a report card filled with low grades is obvious evidence 


of a tragically self-defeating yet concerted effort at “striking back.” “Show 


this around the country club,” is the eloquent message to many a coercive 
parent. 


I the extreme importance of 
the growth process of course 
From the very first day the 
rs the school situation society 


d in an enormous conspiracy 
that scholastic success is the 
First grade teachers, and 
wn to admonish a youngster 
ing the plot of a “See Puff 
“You'll never get into college!” 


i y as the child progresses on into 
high school. Many high school guidance 


very existence depends on what percentag 
for college. 
One counselor proudly boasted that all but t 


“But as soon as they get out, PI get the 


i m into college,” he proclaimed ! 
The pressures on the child’s developing 


Personality also come from many 
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areas other than the scholastic. Every child is faced with the conflict of 
dependence versus independence, a conflict which seems to reach its crisis 
stage during adolescence. This conflict is due to the child’s own desire to 
remain dependent, to have someone make decisions for him, to have a shoul- 
der to cry on, and his equally strong desire to be a free, independent, self- 
reliant individual. From birth on the child is engaged in the long and 
painful process of slowly giving up dependence in order to attain indepen- 
dence, and, even as an adult, there must be some compromise and balance 
between these two needs. 

Another source of frustration is in the area of sex. As the child advances 
through puberty he is confronted with the dilemma of becoming aware of 
his own strong sexual needs and also society’s demand that these needs not 
be satisfied. Our society does not really accept any form of pre-marital 
sexual release. The dilemma is even more apparent in today’s society, for 
with the advancing technology and need for more and more education to 
compete successfully, marriage, and thus guilt-free sexual expression, is 
further delayed. 

Aggression is still another source of pressure and anxiety. We all. have 
hostile tendencies, urges to fight back when our goals are blocked or our 
self esteem is threatened, and yet again society allows for overt aggression 
only in very prescribed situations. Although it’s acceptable in football, 
boxing, and warfare, physical aggression can result in very serious legal 
consequences when practiced in day to day interaction. 

Finally, the child faces the cultural paradox of achievement versus the 
Tadeo: Cheisting ethic of “Love thy neighbor.” Our children are urged to 
compete, to win, to succeed, and yet they are told that this should not be 


orld, that they should also be “good Samaritans.” 


a “dog eat dog” w one f 
assorted pressures individuals react differ- 


Under these and many more nA Be 
ently. Some children, and adults too, seem to thrive in time of crisis, while 


others seem simply to fold up and develop a whole series of psychological 
symptoms. As Gordon Allport has said, “The same fire that melts the 


butter hardens the egg.” 


Teachers must be made awar 
ys be obvious. The teacher usually 


attention to the rebellious, aggressive child. Thus by “acting out’ Ble prob- 
lems a child with this type of personality often gets the recognition he 
seems to need. However, a more serious symptom, withdrawal, often escapes 


the attention of the teacher and parent too. The child who withdraws, 
believe world of fantasy, does not upset the school 


does not seem to present a problem. Some teachers 
children, more “little angels,” in 


e that the manifestation of emotional symp- 
t t alwa; devotes much time and 
oms may not alwe 


perhaps into a make- 
routine, and, therefore, 


i had more withdrawn ; 
ie however, can be serious indeed, and the with- 


their classes. This syndrome, a i 
dra hild, by not getting the attention and recognition he needs, enters 
rawn child, by 
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a vicious circle in which further withdrawal and perhaps a complete loss 
of contact with reality is the result. 

The study of personality, especially as it relates to academic achieve- 
ment, is indeed fascinating. As man better comes to understand himself, 
master himself, free himself, all of mankind will be the benefactor, To 
paraphrase L. K. Frank, the fundamental needs of the individual personality 
are precisely the fundamental needs of society. Ideally the school and the 
learning tasks in school should be organized in such a way as to promote 
the growth of personal competence and self mastery. An important goal 
then of the school should be to foster, nurture, and facilitate personality 
growth in a learning context, to counteract debilitating effects and to en- 
hance the realization of human potential. 


AN OVERVIEW OF THE READINGS FOR THIS CHAPTER 


Gordon Allport leads off with a scholarly, yet highly readable, account 
(Selection 26) of the concept of personality, its historical roots, and its 
present status. Two divergent views on personality, essentialistic and posi- 
tivistic, are outlined. The essentialist position, taken by Allport himself, 
sees personality as basically an internal structure. Several representative 
examples of essentialist definitions are discussed, and it should be noted 
that Allport’s own definition will be comprised of what he considers to be 
the “meat” of these positions. Allport’s task is to sift the theoretical wheat 
from the chaff. 

Opposed to this, the positivists take the view that the only real scientific 
data in psychology comes from the direct observation of behavior, with no 
inferences allowed. If it can’t be pointed at, it doesn’t exist, and thus, as 
Allport says, personality “evaporates in a mist of method.” 

Allport then presents his own definition, with each of the sep, 
defined with precision. Implied throughout the discussion is t 
personality has independence, is something “ 


arate terms 
he fact that 


ass out there” which exists as a 
separate entity independent of the methods used to measure it. 


Erik H. Erikson next (in Selection 27) presents his life 
personality development. The emphasis here is on the nor 
personality, 


-cycle theory of 
mal and healthy 
and Erikson provides the guide-lines which designate the 
approximate period of life at which each of the characteristics should 


ideally occur. The mature personality, above all, should have a sense of 


identity, and although the climax of this Search occurs during adolescence, 
the truly healthy personality almost instinctively know: 


s the r h 
sea ae eae answer to the 


He need not brag about the fact, nor must he 
consciously even have to pose the question. Perhaps it’s one of those unde- 


finable bits of self knowledge, and if you really have to ask, you’ll never 
get to know. 


Erikson sees life as a developmental process progressing through eight 
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stages, each stage typifying a particular crisis. Through the resolution of 
these conflicts, the healthy personality emerges. Yet the conflicts are never 
permanently resolved, for the healthy personality must constantly overcome 
them, in the same way that the body’s metabolism continuously must “resist 
decay.” Even during adulthood, the individual may have to reconquer an 
old fear based on a mistrust developed during early infancy. 

Erikson’s point, however, is that these stages are sequential, and when 
a healthy adjustment to a particular crisis does not occur, it is even more 
difficult to resolve a similar crisis during a later stage. 

After reading the first two selections, the student of educational psy- 
chology, and/or the prospective teacher, may feel that although the material 
is interesting, “what has this got to do with me? I’m not going to be a 
psychiatrist.” The question is legitimate, yet as a teacher, as a member of 
one of the “helping professions,” the teacher’s ability to recognize, often 
in an early stage, the possible beginnings of neurotic or psychotic behavior 
disorders is critical. In “The Lonely Road of Unreality” (Selection 28), 
Evelyn Banning in one of the really classic statements in the literature 
points out the specific ways by which the teacher can aid in the task of 
diagnosing the pre-psychotic child. 

The teacher, of course, is in an especially advantageous position in this 
regard, for outside of the parents, perhaps nobody else has the unique 
opportunity of being able to observe the child for so many hours and in such 
a variety of situations. The teacher can observe how the child relates to 
adults, to the peer group, to frustration, and can detect when these reactions 
seem at all deviant. Banning is especially insistent that the teacher should 
be aware that the real danger sign, the most significant warning, is not the 
overtly aggressive response, but the quiet withdrawal. Seclusiveness, day- 
dreaming, and indifference are the first signs of a possible break with 


reality, and it does not take a trained psychiatrist to detect these signs. ins 
hers become professional psychologists, but, like it 


is not to suggest that teac 
er we make inferences about how or 


or not, we do “psychologize” whenev 


why people behave as they do. a 
In another classic statement (Selection 29), Glen Heathers pursues the 


t in any discussion of personality, of dependence and 
al variables in the adjustment process. Before read- 
d become familiar with Gordon Allport’s 


theory of motivation. The theory is called functional autonomy, and pei 
stated, Allport indicated that a means to an end can become an end i ; = ; 
That is, that certain motives, such as needs for money, which were originally 
instrumental in achieving the goals of food, clothing, shelter, ete., can begin 


i ir original goals. A man 
i sly or independently of their origina 
oe uy food or clothing, can have the 


i i rder to b 
¥ 7 saving money in or i 
ish E to save money for the sheer joy 


means become an end in i f, and begin 

eans bec in itself, a dor ; 

of saving the money This theory implies that adult motivation can be, in 
g . 


question, importan 
independence as critic 
ing this selection, the student shoul 
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a sense, a-historical (or no longer historically connected with the motivated 
origins formed during childhood). 

Heathers makes the point that independence and dependence are learned, 
and that this learning process results in two forms, instrumental dependence- 
independence and emotional dependence-independence. For example, instru- 
mental dependence is learned when a child seeks the help of another and 
depends on this other for help in reaching certain outside goals. Emotional 
dependence, however, is the result of having the other individual's response, 
such as reassurance, as the goal itself, without regard to any other outside 
goals. Thus, instrumental dependence precedes the development of emo- 
tional dependence, though once formed the emotional dependence can func- 
tion independently or autonomously. 

Since every motive must have both needs and goals, Heathers also ex- 
amines the needs which are basic to the learning of emotional dependence. 
These needs are for reassurance, affection, and approval, and, thus, emo- 
tional dependence is more likely to occur when a child is in high-anxiety- 
provoking situations or situations of constant conflict. 

The overly dependent child, however, can be taught to be more self- 
reliant. Since dependence, both instrumental and emotional, is learned, 
so too is independence; and Heathers offers some very helpful suggestions 
for both parents and teachers in helping a child to overcome a condition of 
extreme dependency. 

The next article (Selection 30), by Hummel and Sprinthall, presents actual 
research evidence regarding one of education’s most perplexing problems, 
underachievement. The problem of the underachieving child is one of the 
more tragic dilemmas in education, for when a student has the potential to 
learn and profit from the educational experience, it is indeed frustrating 


to witness, as every teacher has, the wasted talent of the underachiever. 
It is analogous to a “G.T.” racing car with 


a high horsepower engine not 
being able to go more than 20 miles per hour because of some mechanical 
failure that prevents the driver from being able to depress the accelerator. 

The problem of the underachiever illustrates par excellence the importance 
of the personality, or non-intellectual variables, as factors in academic 
success. It was Hummel and Sprinthall’s problem to identify some of the 
personality variables which are associated with underachieving. The stu- 
dent should keep in mind that interests, attitudes, and values are three of 
the key factors in the overall concept of personality. 

The authors hypothesize that academic achievement, holding intelligence 
constant, is a function of the student’s ego strength, that is the student’s 
reality orientation. The underachiever, therefore, probably possesses a 
weak ego, and would be unwilling to postpone pleasure, would be easily 
distracted, and be generally less able to set about his tasks with an organized 
approach. The underachiever, in short, would be less able to control his 
own basic impulses. 
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This is not to suggest, however, that high academic performance is the 
sole criterion of ego strength. The content of the ego-strength variables 
(a planning orientation, an ability to delay immediate gratification, an 
ability to examine alternatives) all point to a general competence orienta- 
tion. Ego-strong individuals may indeed possess a generalized effectiveness 
in many areas. 

In the final article (Selection 31), Paul Torrance discusses the extremely 
important topic, creativity. Although society depends for its survival on the 
amount and quality of its creative imagination, the academic establishment 
too often stifles and even totally prevents the flowering of the creative mind. 
One of the problems rests in the fact that our most creative students are 
not usually considered our “best” students in the traditional sense. The 
highly creative student is seen as less desirable by most teachers, and in 
some classrooms the interaction between teacher and creative student is 
little less than open warfare. Compounding the difficulty is that the crea- 
tive student is also somewhat estranged from his peer group. He is less 
able to form friendships, is more apt to be self-absorbed, and is often seen 
as having silly and wild ideas. 

Torrance has developed an intriguing array of creativity tests and has 
been quite successful in obtaining quantifiable measures. One of the most 
significant findings from these tests is that there is no one-to-one corre- 
spondence between intelligence and creativity. Following the lead of Getzels 
and Jackson (1958), Torrance noted the correlations between creativity 
nts from the first to the sixth grade. Torrance 


and intelligence for stude S : 
confirms the Getzels and Jackson finding that although there is an associa- 
ver and middle IQ range, 


tion between creativity and intelligence at the lov 
above an IQ score of roughly 120 this correlation evaporates to near zero. 


Apparently it does take a certain intellectual level before high creativity 


can be displayed independently of IQ. Y 

In the total context of personality development, Torrance sees creativity 
as extremely important. The forced suppression of the creative drive can 
cause emotional problems and may even, as Erich Bromma, has also sug- 
gested, lead to a personality breakdown. Rather than põinting to the sup- 
pression of animal-like instincts as the root of personality Bees, be 
Freud did, Torrance is isolating a very human characteristic, creative 


expression, as equally important to personal adjustment. 
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26. PERSONALITY, CHARACTER, AND TEMPERAMENT * 


GORDON W. ALLPORT 


ORIGINS OF THE TERM 
“PERSONALITY” 


The word personality and its root person 
have long held fascination for students of 
language. Max Miiller, for example, becomes 
enthusiastic over their abstractness and wide 
serviceability : 

Let us take such a word as person. Nothing 
could be more abstract. It is neither male nor 
female, neither young nor old. As a noun it is 
hardly more than what to be is as a verb. In 
French it may even come to mean nobody. For 
if we ask our conciérge at Paris whether any- 
body has called us during our absence, he will 
reply, “Personne, monsieur,” which means, 
“Nota soul, sir.” 

But this word persona has rolled along with 
wonderful bounds, striking right and left, 
suggesting new thoughts, stirring up clouds of 
controversy, and occupying to the present day 
a prominent place in all discussions on theology 
and philosophy, though a few only of those 
who use it know how it came to be there.! 

The terms personality in English, person- 
nalité in French, and Persénlichkeit in Ger- 
man closely resemble the personalitas of 
medieval Latin. In classical Latin persona 
alone was used. All scholars agree that this 
word originally meant mask. (This fact can 
give some comfort to those who prefer to 
define personality in terms of external effect. 
Appearance, not inner organization, receives 


* From Chapter Two from Pattern and Growth 
in Personality by Gordon W. Allport. Copyright 
1937, © 1961 by Holt, Rinehart and Winston, Inc. 
Copyright © 1965 by Gordon W. Allport. Re- 
printed by permission of Holt, Rinehart and Win- 
ston, Inc. 3 r 

1ı1F, M. Müller, Biographies of words (New 
York: Longmans, Green, 1888), p. 32. 


the emphasis.) But persona, even in ancient 
times, came to mean other things, including 
the player behind the mask, i.e., his true 
assemblage of inner and personal qualities. 
It also came to mean an important person 
(whence personage, parson). The term was 
also used to designate the three persons of 
the Trinity. And whether these personae were 
three masks of one God or three co-equal 
persons became a theological dispute of long 
duration. Perhaps the most famous definition 
of persona was given by Boethius in the sixth 
century: Persona est substantia individua 
rationalis naturae—a person is an individual 
substance of a rational nature. 

And so we see that the term bounded along 
even in classical Latin with various meanings- 
Some of them anticipated the “external effect” 
definitions of the present day, some of them 
the “internal structure” definitions. 


INTERNAL STRUCTURE 


Most philosophers and psychologists (except 
for the modern positivists whom we shall soo? 
consider) prefer to define personality as a? 
objective entity, as something that is “really 
there.” They grant that the person is ope? 
to the world around him, is affected by it and 
affects it at every step. Yet a personality has 
its own life-history and its own existence; ! 
is not to be confused with society nor with the 
perceptions that other people have of it. Thus 
William Stern, who was both a philosophe” 
and a psychologist speaks of personality 25 
a “multiform dynamic unity.” He adds that 
no one ever fully achieves a perfect unity put 
always has this as his aim. 


keit 


*W. Stern, Die menschliche Persönlich 


(Leipzig: Barth, 1923), pp. 4, 20. 
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Some writers add a note of “value” to this 
type of definition. Personality is something 
to be prized. Thus Goethe speaks of personal- 
ity as the one thing in the world that has 
“supreme value.” And Kant’s moral philosophy 
is based on the same conviction. Everything 
in life can be used by men as a means to some 
end—save only personality. No one may ex- 
ploit another. The integrity of personality 
must be forever respected. Judeo-Christian 
ethics initiated this line of thought. 

Although Western psychologists likewise 
customarily place high value on the integrity 
of personality (because it is, after all, the 
creed of democracy), their definitions are less 
exalted. They drop out any attempt at evalua- 
tion, and give a simple descriptive statement. 
A typical example is the following. Personal- 
ity is 


- the sum-total of all the biological innate dis- 
positions, impulses, tendencies, appetites, 
and instincts of the individual, and the 
acquired dispositions and tendencies—ac- 
quired by experience.* 

Although this definition regards personality 
as an accessible datum for study, it fails to 
stress the integration of structure of the 
many listed component parts. It is representa- 
tive of what we may call omnibus or “ragbag” 
definitions of personality. More “structural” 
is the following definition: 


Personality is the entire mental organiza- 
tion of a human being at any stage of his 
development. It embraces every phase of 
human character: intellect, temperament, 
skill, morality, and every attitude that has 
been built up in the course of one’s life.4 


Also the following: 


Personality is the organized aggregate of 
psychological processes and states pertain- 
ing to the individual.’ 


Some definitions stress the subjective cogni- 
tive factor that makes for internal organiza- 
tion, saying that personality is 


°M. Prince, the unconscious (2d ed., rev.; New 
York: Macmillan, 1924), p. 532. 

‘H. C. Warren and L. Carmichael, Elements 
of human psychology (Rev. ed.; Boston: Houghton 

ifin, 1930), p. 333. 

R. Linton, The cultural background of per- 
sonality (New York: Appleton-Century-Crofts, 
1945), p, 84, 
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a unified scheme of experience, an organi- 
zation of values that are consistent with 
one another.® 


My own definition will likewise be in terms 
of internal structure. (Some writers would 
call definitions of this type “essentialist,” ) 
But first we must examine a contrasting 
approach. 


THE POSITIVIST VIEW 


Some contemporary psychologists object 
strenuously to essentialist definitions. They 
argue that “internal structure” is inaccessible 
to science. We cannot know the “multiform 
dynamic unity” that is “really there.” Inner 
structure, if it exists at all simply cannot be 
studied directly. 

What we know about personality is merely 
our “operations.” If we administer a personal- 
ity test and obtain such and such a score— 
these are our operations, i.e., our method. 
From the positivist point of view, therefore, 
inner personality is a myth “a mere construct 
tied together by a proper name.” The best we 
can do is to make guesses about it—“con- 
ceptualize” it. The conceptualization must not 
go beyond the scientific methods we use. 

An example of such an operational definition 
is the following. Personality is 


the most adequate conceptualization of a 
person’s behavior in all its detail that the 
scientist can give at a moment of time.” 

Here we note a resemblance to “external 
effect” definitions. Personality is not what 
one has, but is someone else’s perception, in 
this case, the scientists. In other words, 
personality is a “construct,” something 
thought about but not actually existing “out 
there.” 

To press the point still further there are 
psychologists who say we should never employ 
the concept of personality at all. If we knew 
enough about the “stimulus” and the “re- 
sponse” (so-called S-R psychology) we would 
not have to bother our heads with any “inter- 


°P. Lecky, Self-consistency: a theory of per- 
sonality (New York: Island, 1945), p. 90. 

*D. McClelland, Personality (New York: 
Sloane, 1951), p. 69. The problem under discus- 
sion is considered by C. S. Hall and G. Lindzey, 
Theories of personality (New York: Wiley, 1954), 
p. 9. 
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vening variable” like personality. This is the 
view of extreme positivistic behaviorism. Only 
outer, visible manipulable operations are tol- 
erated. Personality as such evaporates in a 
mist of method. 

Although such is the goal of some psychol- 
ogists, it is questionable whether they are 
following the lead of the elder sciences. Does 
an astronomer who studies Arcturus think of 
the star as a construct tied together by a 
name? Hardly; to him it is a celestial body, 
truly existing, and possessing a composition 
and structure that he will try scientifically 
to comprehend. When a biologist dissects a 
plant he does not believe that the plant’s struc- 
ture and physiology reside only in his manip- 
ulations. 

Personality is even more difficult to study 
than stars or plants, but the situation is the 
same. No psychologist and no layman ever 
fully understands any single personality, not 
even his own, but this fact does not negate 
the existence of the personality. Like the 
astronomer or the biologist we try to compre- 
hend an existent fact of nature. We should 
adapt our methods so far as we can to the 
object, and not define the object in terms of 
our faulty methods. 


A DEFINITION FOR THIS BOOK 


There is, of course, no such thing as a 
correct or incorrect definition. Terms can only 
be defined in ways that are useful for a given 
purpose. For the purposes of the present vol- 
ume we require a definition of personality that 
is “essentialist.” We shall treat personality 
as a unit “out there,” possessing internal 
structure in its own right. All phrasings are 
full of pitfalls, but for better or for worse 
our definition follows: $ 


PERSONALITY IS THE DYNAMIC ORGANIZA- 

TION WITHIN THE INDIVIDUAL OF THOSE 

PSYCHOPHYSICAL SYSTEMS THAT DETER- 

MINE HIS CHARACTERISTIC BEHAVIOR AND 
THOUGHT 


We may now examine briefly the key concepts 
in this definition : 

DYNAMIC ORGANIZATION. We have seen that 
omnibus or ragbag definitions are not ade- 
The central problem of psychology is 


uate. : 
cit ganization (the forming of patterns 


mental or 
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or hierarchies of ideas and habits that dy- 
namically direct activity). Integration and 
other organizational processes are necessary 
to account for the development and structure 
of personality. Hence “organization” must 
appear in the definition. The term implies also 
the reciprocal process of disorganization, eS- 
pecially in those abnormal personalities that 
are marked by progressive disintegration. 

PSYCHOPHYSICAL. This term reminds us 
that personality is neither exclusively mental 
nor exclusively neural (physical). Its organi- 
zation entails the functioning of both “mind” 
and “body” in some inextricable unity. 

SYSTEMS. A system (any system) is a 
complex of elements in mutual interaction. A 
habit is a system, so too a sentiment, a trait, 
a concept, a style of behaving. These systems 
are latent in the organism even when not 
active. Systems are our “potential for ac- 
tivity.” $ 

DETERMINE. Personality is something and 
does something. The latent psychophysical 
systems, when called into action, either moti- 
vate or direct specific activity and thought. 
All the systems that comprise personality are 
to be regarded as determining tendencies. 
They exert a directive influence upon all the 
adjustive and expressive acts by which the 
personality comes to be known. 

CHARACTERISTIC. All behavior and thought 
are characteristic of the person, and . . . they 
are unique to him. Even the acts and concepts 
that we apparently “share” with others are at 
bottom individual and idiomatic. It is true that 
some acts and concepts are more idiosyncratic 
than others, but none can be found that lacks 
the personal flavor. In a sense, therefore, it is 
redundant to employ the term characteristic in 
our definition. Yet redundancy is not neces- 
sarily a bad thing; it helps to drive a point 
home. 

BEHAVIOR AND THOUGHT. These two terms 
are a blanket to designate anything what- 


_"R. R. Sears defines ersonalit “the poten- 
tial for activity” in A phaoreticas: Famenork for 
personality and social behavior, Amer. Psycholo- 
gist, 1951, 6, 476-483. The aphorism has much to 
commend it. But its weakness lies in its failure 
admit the necessary criterion of organization: 

neurone has a potential for activity, but We 


ames consider such a structure in isolation a5 
aving personality. 
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soever an individual may do. Chiefly what he 
does is to adjust to his environment. But it 
would be unwise to define personality only in 
terms of adjustment. We not only adjust to 
our environment but we reflect on it. Also, 
we strive to master it, and sometimes succeed. 
Behavior and thought, therefore, make both 
for survival and for growth. They are modes 
of adjustment and outreach elicited by the 
environmental situation we are in, always 
selected and directed by the psychophysical 
systems that comprise our personality. 


The question may be asked whether, by this 
definition, animals have personality. The an- 
swer is a guarded “Yes.” Animals no doubt 
have rudimentary forms of inherited and 
learned psychophysical systems that lead to 
characteristic (unique) activity. (We know 
nothing about their thought.) But this con- 
cession does not carry us very far. The psy- 
chophysical individuality of lower animals is 
exceedingly primitive and cannot serve as a 
helpful prototype of human personality. We 
venture to assert that the difference between 
any two species of subhuman vertebrates is 
not as great as the difference between any one 
human being and another. The enormous com- 
plexity of the human brain, in contrast to 
the simpler brains of other vertebrates, would 
seem to warrant this assertion. 


A PHILOSOPHICAL OBJECTION 


One term in our definition has as yet re- 
ceived no comment—the term individual. 
Some philosophers would say that we commit 
the unpardonable sin of begging the whole 
question, Who is this “individual” in whom 
personality resides? Are we not secretly ad- 
mitting an organizer—a “self?” Do we not 
have on our hands an unexplained entity that 
somehow creates a unity of personality? 

This objection comes especially from per- 
sonalistic philosophers who feel that some con- 
tinuing, unified agent is implied (or needed) 
by all definitions of personality. One such 
philosopher, Bertocci, would modify our defini- 
tion as follows: 


A self’s personality is that self’s dynamic 
organization of its own unique psycho- 
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physical wants and abilities which renders 
adjustments to its environment unique.’ 


That there is a pressing problem of relating 
self to personality we hasten to admit... . 
But for the moment it is enough to say that 
the objection misrepresents our use of the 
term individual. When we say that the dy- 
namic organization lies within the individual 
we mean merely that it lies within the or- 
ganism, i.e., “within the skin.” It is our way 
of denying that personality is merely a matter 
of “external effect.” 

As for the concept of self, we see no need 
to include it in our definition. One’s self is 
surely an important (no doubt the most im- 
portant) psychophysical system within per- 
sonality, as we shall later show. For the time 
being, however, the problem need not detain 
us. 


CHARACTER 


No less fascinating than the term personal- 
ity is the term character. The two are often 
used interchangeably, although the first is of 
Latin derivation, the second of Greek xapaxrhp 
means engraving. It is the mark of a man— 
his pattern of traits or his life-style. The 
most famous user of the term in ancient 
Greece was Theophrastus, a pupil of Aristotle. 
He wrote many perceptive character sketches, 
of which thirty survive... . 

Today, as we have said, the two terms are 
often used synonymously. European psychol- 
ogists, however, seem to have a preference 
for character, while American psychologists 
favor personality. There is an interesting 
reason for the difference. Persona originally 
meant mask; xapax77p, engraving. The former 
term suggests appearance, visible behavior, 
surface quality; the latter suggests deep (per- 
haps inborn), fixed, and basic structure. Now 
American psychology has a preference for en- 
vironmentalism; its behavioristic leaning leads 
it to stress outer movement, visible action. 
European psychology, on the other hand, tends 
to stress what is inborn in the nature of man, 
what is deeply etched and relatively unchang- 
ing. Freud, for example, speaks often of 


°P, A. Bertocci, Personality. In P. L. Harriman 
(Ed.), Encyclopedia of psychology (New York: 
Philosophical Library, 1946), p. 458. 
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character-structure but seldom of personality. 
In Europe the term characterology is com- 
monly used, but seldom in America. Ameri- 
can psychologists have produced a great many 
books entitled Personality but few entitled 
Character. Thus the ancient difference in 
flavor of the two terms seems to account for 
present-day regional preferences.!° 

The term character has acquired a special 
connotation beyond its original meaning of 
engraving. When we say a man is of “good 
character” we are referring to his moral 
excellence. (If we say he has a “good person- 
ality” we mean merely that he is socially ef- 
fective—the popular usage we discussed early 
in this chapter.) Thus whenever we speak of 
character we are likely to imply a moral stan- 
dard and make a judgment of value. This com- 
plication worries those psychologists who wish 
to keep the actual structure and functioning of 
personality free from judgments of moral 
acceptability. It is largely for this reason 
that the present book favors the term person- 
ality. (The astute reader may say, “Your em- 
phasis on internal structure corresponds well 
to what the ancient Greeks meant by charac- 
ter.” And so it does, but it is the later ac- 
cretions of value-judgment that make us hesi- 
tate to use it.) 

Now one may, of course, make a judgment 
of value concerning a personality as a whole, 
or concerning any part of a personality: “He 
is a noble fellow.” “She has many endearing 
qualities.” In both cases we are saying that 
the person in question has traits which, when 
viewed by some outside social or moral stand- 
ards, are desirable. The raw psychological 
fact is that the person’s qualities are simply 
what they are. Some observers (and some 
cultures) may find them noble and endearing; 
others may not. For this reason—and to be 
consistent with our own definition—we pre- 
fer to define character as personality evalu- 
ated; and personality, if you will, as character 
devaluated. 

The term characteristic is a bird of another 
feather. We have employed it in our defini- 


1 For a fuller discussion of the differences, see 
G. W. Allport, European and American theories 
of personality. In DP: „David and H. von 
Bracken (Eds.), Perspectives in personality 
theory (New York: Basic Books, 1957), Chap. I. 
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tion of personality, for fortunately it has es- 
caped the value-aura of the parent word. It 
has no reference to moral judgment. Since it 
stands close to the original meaning of charac- 
ter we shall find it useful. It will serve to 
cover habits, traits, attitudes, and interests— 
any graven mark of individuality. It is a 
curious fact that “characteristic” should have 
kept its primitive meaning, whereas its root- 
form gathered much ethical moss. 

Before we leave the matter we should refer 
to one additional usage of the term character. 
Some psychologists regard it as a special part 
of personality. Thus one defines it as “the 
degree of ethically effective organization of all 
the forces of the individual.” Another as “an 
enduring psychophysical disposition to inhibit 
impulses in accordance with a regulative prin- 
ciple.” A certain amount of research has been 
published under the title Studies in Character 
or Dimensions of Character.’ Such reports 
deal with investigations of children’s honesty, 
self-control, thoughtfulness of others, religious 
loyalty. 

Now the fact that a child or an adult has 
moral ideals, conscience, and religious beliefs 
is very important for a study of his person- 
ality, since they are features of his internal 
structure. It is also important to know whether 
4 person has a “disposition to inhibit impulses 
in accordance with a regulative principle.” 
But all these trends are within the personality. 
The fact that they are perceived and judged 
favorably does not alter the case. And so we 
prefer not to consider character as some special 
region of the personality. We can stand on 
our simple definition of character as person- 
ality evaluated. Ethical theory is an important 
branch of philosophy, but it should not be 
confused with the psychology of personality. 


“The first definition cited from W. S. Taylor, 
Character and abnormal psychology, J. abnorm. 
soc. Psychol., 1926, 21, 86. The second is from 
A.A, Roback, The psychology of character (New 
York: Harcourt, Brace, 1927), p. 450, The series 
of Studies in Character are summarized in 
Hartshorne, M. A. May, and F. K. Shuttleworth, 
Studies in the organization of character (NeW 
York: Macmillan, 1930). See also E, M. Ligon, 
wa of character (New York: Macmillan, 
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TEMPERAMENT 


From ancient times down to the present 
comes the doctrine that a person’s tempera- 
ment is determined largely by the “humors” 
(glandular secretions) of the body. The term 
temperament came into English in the Mid- 
dle Ages along with the doctrine of the four 
humors. It meant then, and still means, a 
“constitution or habit of mind, especially de- 
pending upon or connected with physical con- 
stitutional psychology.” 

Temperament, like intelligence and physique, 
might be said to designate a class of “raw 
material” from which personality is fash- 
ioned. All three factors lean heavily upon 
gene-determination, and are therefore the 
aspects of personality that are most depen- 
dent on heredity. Temperament refers to the 
chemical climate or “internal weather” in 
which personality evolves. The more anchored 
a disposition is in native constitutional soil 
the more likely it is to be spoken of as tem- 
perament. “Her native temperament is gay.” 
“He has a slow and sluggish temperament.” 

A few authors, particularly in Great Britain, 
sometimes use the term as equivalent to per- 
sonality—as when they say “temperament 
tests” rather than “tests of personality.” But 
this usage is exceptional and decreasing. And 
some authors who are writing on the limited 
topic of temperament mistakenly use broader 
terms, as in the following book titles: Glands 
regulating personality, Physique and charac- 
ter, Biological foundations of personality. In 
all these cases “temperament” would fit the 
subject matter of the book more precisely. 

In order to make needed advances in the 
study of temperament we require much more 
research in human genetics, biochemistry, 
neurology, endocrinology, and physical anthro- 
pology. We know that personality is largely 
conditioned by temperament, but we do not 
know the precise sources of temperament itself. 

What does temperament include? No clear 
answer is possible. When we say that a 
person is easily startled, has powerful oF 
weak sex urges, has a “frightful temper”; 
when we say that someone is by nature slow- 
moving and lethargic, that another is excitable, 
energetic, or has a “sour disposition,” we are 
describing temperament. There have been 
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various attempts to analyze out basic dimen- 
sions of temperament with the aid of psycho- 
logical tests, but as yet no final agreement is 
reached. 

It does seem probable that a primary factor 
relates to drive and vigor or its opposite, 
apathy. Constitutions high in drive and vigor 
may have high metabolic rates and strong 
thyroid functioning..2 But our knowledge of 
the physical basis is not yet secure, nor do we 
know how many additional dimensions we 
need for the purpose of classifying major 
forms of temperament.: 

Lacking more precise knowledge of the sub- 
ject we offer the following definition as fairly 
representing current psychological usage, and 
as serving adequately the purposes of this 
book. 

Temperament refers to the characteristic 
phenomena of an individual's emotional na- 
ture, including his susceptibility to emotional 
stimulation, his customary strength and speed 
of response, the quality of his prevailing mood, 
and all peculiarities of fluctuation and inten- 
sity in mood, these phenomena being regarded 
as dependent upon constitutional make-up, and 
therefore largely hereditary in origin. 

This definition is not meant to imply that 
temperament is unchanged from birth to 
death. Like physique and intelligence, tem- 
perament may be altered (within limits) by 
medical, surgical, and nutritional influences 
as well as in the course of learning and life- 
experience. Temperament may alter as per- 


*See C. J. Adcock, The differentiation of tem- 
perament from personality, J. gen. Psychol., 1957, 
57, 103-112. 

* A useful survey of the present stage of knowl- 
edge is contained in S. Diamond, Personality and 
temperament (New York: Harper, 1957), Chaps. 
7 and 8. Diamond is of the opinion that animal 
research and factorial analyses of human tem- 
perament “contain repeated assurances of the 
importance of dispositions to affiliative, aggres- 
sive, fearful, and controlled (or impulsive) be- 
havior” (p. 171). The numerous authors he cites 
use, of course, varying terms, but Diamond be- 
lieves that their labels point to the same basic 
dimensions of temperament. My criticism would 
be that his labels suggest traits of personality 
rather than constitutional dispositions (true tem- 
perament), but there may be underlying physio- 
logical dispositions to support this, or some simi- 
lar, classification of trends in temperament. Con- 
tinued research is needed. 
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sonality evolves. Yet the fact remains that in 
our endowment from birth onward there are 
constitutional, chemical, metabolic, neural lev- 
els that establish for us a characteristic stock 


in trade. Alteration is possible but not un- 
limited. 
SUMMARY 


Voltaire once wrote, “If you would con- 
verse with me, you must first define your 
terms.” Especially do highly abstract words 
such as personality, character, and tempera- 
ment call for definition in order to make con- 
versation profitable. 

My own definition of personality is “essen- 
tialist.” Personality is what a person “really 
is,” regardless of the way other people per- 
ceive his qualities or the methods by which we 
study them. Our perceptions and our methods 
may be in error, just as an astronomer may 
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fall short in studying the constitution of a 
star. But the star is still there, a challenging 
object for study. My definition does not, of 
course, deny that a person is variable over 
time or that his behavior may change from 
situation to situation. It says simply that the 
person has an internal structure and range 
of characteristics (variable, to be sure, but 
ascertainable), and it is this structure that 
we hope to study. 

Character is a term we can largely dispense 
with since it refers (by our definition) to the 
evaluation of personality. Characteristic, on 
the other hand, keeps its original meaning of 
engraving (a uniquely etched feature), and 
is therefore useful for our purposes. 

Temperament, like intelligence and physique, 
refers to “raw materials” out of which per- 
Sonality is fashioned. One’s temperamental 
endowment is not unchangeable though it sets 
limits upon the development of personality. 


THE LIFE CYCLE * 


E. H. ERIKSON 


THE EIGHT STAGES IN THE LIFE CYCLE 
OF MAN 


“Personality,” Erickson has written, “can 
be said to develop according to steps prede- 
termined in the human organism’s readiness 
to be driven toward, to be aware of, and to 
interact with a widening social radius, begin- 
ning with a dim image of a mother and ending 
with an image of mankind... .” Following 
are the steps he has identified in man’s psy- 
chosocial development, and the special crises 
they bring. In presenting them, he has em- 
phasized that while the struggle between 
the negatives and positives in each crisis must 
be fought through successfully if the next 
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developmental stage is to be reached, no vic- 
tory is completely or forever won. 

I. INFANCY: Trust vs. Mistrust. The first 
“task” of the infant is to develop “the corner- 
stone of a healthy personality,” a basic sense 
of trust—in himself and in his environment. 
This comes from a feeling of inner goodness 
derived from “the mutual regulation of his 
receptive capacities with the maternal tech- 
niques of provision” 19 quality of care that 
transmits a sense of trustworthiness and 
meaning. The danger, most acute in the second 
half of the first year, is that discontinuities 
in care may increase a natural sense of loss, 
as the child gradually recognizes his separate- 
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ness from his mother, to a basic sense of mis- 
trust that may last through life. 

II. EARLY CHILDHOOD: AUTONOMY vs. SHAME 
AND DoustT. With muscular maturation the 
child experiments with holding on and letting 
go and begins to attach enormous value to 
his autonomous will. The danger here is the 
development of a deep sense of shame and 
doubt if he is deprived of the opportunity to 
learn to develop his will as he learns his 
“duty,” and therefore learns to expect defeat 
in any battle of wills with those who are 
bigger and stronger. 

III. PLAY AGE: INITIATIVE VS. GUILT. In this 
stage the child’s imagination is greatly ex- 
panded because of his increased ability to move 
around freely and to communicate. It is an 
age of instrusive activity, avid curiosity, and 
consuming fantasies which lead to feelings 
of guilt and anxiety. It is also the stage of 
the establishment of conscience. If this ten- 
dency to feel guilty is “over-burdened by all- 
too-eager adults” the child may develop a 
deep-seated conviction that he is essentially 
bad, with a resulting stifling of initiative or a 
conversion of his moralism to vindictiveness. 

IV. SCHOOL AGE: INDUSTRY VS. INFERIORITY. 
The long period of sexual latency before pu- 
berty is the age when the child wants to learn 
how to do and make things with others. In 
learning to accept instruction and to win rec- 
ognition by producing “things” he opens the 
way for the capacity of work enjoyment. The 
danger in this period is the development of a 
sense of inadequacy and inferiority in a child 
who does not receive recognition for his ef- 
forts. 

V. ADOLESCENCE: IDENTITY VS. IDENTITY 
DIFFUSION. The physiological revolution that 
comes with puberty—rapid body growth and 
sexual maturity—forces the young person to 
question “all sameness and continuities relied 
on earlier” and to “refight many of the earlier 
battles.” The developmental task is to inte- 
grate childhood identifications “with the basic 
native endowment, and the 
opportunities offered in social roles.” The 
danger is that identity diffusion, temporarily 
unavoidable in this period of physical and 
psychological upheaval, may result in a per- 
manent inability to “take hold” or, because of 
youth’s tendency to total commitment, in the 


biological drives, 
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fixation in the young person of a negative 
identity, a devoted attempt to become what 
parents, class, or community do not want him 
to be. 

VI. YOUNG ADULTHOOD: INTIMACY vs. IsO- 
LATION. Only as a young person begins to feel 
more secure in his identity is he able to estab- 
lish intimacy with himself (with his inner 
life) and with others, both in friendships and 
eventually in a love-based mutually satisfying 
sexual relationship with a member of the op- 
posite sex. A person who cannot enter wholly 
into an intimate relationship because of the 
fear of losing his identity may develop a deep 
sense of isolation. 

VII. ADULTHOOD: GENERATIVITY vs. SELF- 
ABSORPTION. Out of the intimacies of adult- 
hood grows generativity—the mature person’s 
interest in establishing and guiding the next 
generation. The lack of this results in self- 
absorption and frequently in a “pervading 
sense of stagnation and interpersonal im- 
poverishment.” 

VIII. SENESCENCE: INTEGRITY vs. DISGUST. 

The person who has achieved a satisfying 
intimacy with other human beings and who 
has adapted to the triumphs and disappoint- 
ments of his generative activities as parent 
and coworker reaches the end of life with a 
certain ego integrity—an acceptance of his 
own responsibility for what his life is and was 
and of its place in the flow of history. 

Question: Are there any points about your 
concepts of psychosocial development which 
you would now like to stress in the light of 
what you have heard about how they have 
been interpreted during the past decade in the 
training of professional persons and through 
them of parents and future parents? 

Yes, I am grateful for the opportunity of 
making a few observations on the reception 
of these concepts. You emphasize their influ- 
ence on teaching in various fields; let me pick 
out a few misunderstandings. 

I should confess to you here how it all 
started. It was on a drive in the countryside 
with Mrs. Erikson that I became a bit ex- 
pansive, telling her about a kind of ground 
plan in the human life cycle, which I seemed 
to discern in life histories. After a while she 
began to write, urging me just to go on; she 
had found my “plan” immediately convincing, 
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Afterwards, a number of audiences of differ- 
ent professional backgrounds had that same 
sense of conviction—so much so that I (and 
others) became somewhat uneasy: after all, 
these psychosocial signposts are hardly con- 
cepts yet, even if the whole plan represents a 
valid conception, one which suggests a great 
deal of work. 

What Mrs. Erikson and I subsequently of- 
fered to the White House Conference of 1950 
was a kind of worksheet, which has, indeed, 
been used by others as well as myself in sci- 
entific investigation, and well integrated in a 
few textbooks. But its “convincingness” has 
also led to oversimplifications. Let me tell you 
about a few. 

There has been a tendency here and there 
to turn the eight stages into a sort of rosary 
of achievement, a device for counting the fruits 
of each stage—trust, autonomy, initiative, and 
so forth—as though each were achieved as a 
permanent trait. People of this bent are apt 
to leave out the negative counterparts of each 
stage, as if the healthy personality had per- 
manently conquered these hazards. The fact 
is that the healthy personality must recon- 
quer them continuously in the same way that 
the body’s metabolism resists decay. All that 
we learn are certain fundamental means and 
mechanisms for retaining and regaining mas- 
tery. Life is a sequence not only of develop- 
mental but also of accidental crises. It is 
hardest to take when both types of crisis 
coincide. 

In each crisis, under favorable conditions, 
the positive is likely to outbalance the nega- 
tive, and each reintegration builds strength 
for the next crisis. But the negative is al- 
ways with us to some degree in the form of 
a measure of infantile anxiety, fear of aban- 
donment—a residue of immaturity carried 
throughout life, which is perhaps the price 
man has to pay for a childhood long enough 
to permit him to be the learning and the teach- 
ing animal, and thus to achieve his particular 
mastery of reality. 

You may be interested to know that further 
clinical research has indicated that our dream 
life often depicts a recovery of mastery along 
the lines of these stages. Moreover, nurses 
have observed that any adult who undergoes 
serious surgery has to repeat the battle with 
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these nemeses in the process of recovery. A 
person moves up and down the scale of ma- 
turity, but if his ego has gained a positive 
balance during his developmental crises the 
downward movements will be less devastating 
than if the balance, at one stage or another, 
was in the negative. 

Of all the positive aspects mentioned, trust 
seems to have been the most convincing—so 
convincing, in fact, that some discussions 
never reach a consideration of the other stages. 
I don’t mean to detract from the obvious im- 
portance of trust as the foundation of the de- 
velopment of a healthy personality. A basic 
sense of trust in living as such, developed in 
infancy through the reciprocal relationship 
of child and mother, is essential to winning the 
Positive fruits of all the succeeding crises in 
the life cycle: maybe this is what Christmas, 
with its Madonna images, conveys to us. 
Yet, it is the nature of human life that each 
succeeding crisis takes place within a widened 
social radius where an ever-larger number of 
significant persons have a bearing on the out- 
come. There is in childhood, first, the ma- 
ternal person, then the parental combination, 
then the basic family and other instructing 
adults. Youth demands “confirmation” from 
strangers who hold to a design of life; and 
later, the adult needs challenges from mates 
and partners, and even from his growing 
children and expanding works, in order to 
continue to grow himself. And all of these 
relationships must be imbedded in an “ethos,” 
a cultural order, to guide the individual’s 
course. 

In our one-family culture (supported bY 
Pediatricians and psychiatrists who exclu- 
sively emphasize the mother-child relation- 
ship) we tend to lose sight of the fact that 
other people besides parents are important 
to youth. Too often we ask only where a given 
youth came from and what he once was; 
and not also where he was going, and who was 
ready to receive him and his intentions and 
his specific gifts. Thus we have movements 
to punish parents for the transgressions of 
their children, ignoring all other persons and 
environmental factors that entered into the 
Production of a young person’s unacceptable 
behavior and failed to offer support to his 
positive search. 
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Another way in which the life cycle theory 
has been oversimplified is in the omission of 
stages which do not fit into the preconceived 
ideas of the person who is adopting or adapt- 
ing the theory. Thus a large organization de- 
voted to parenthood distributed a list of the 
stages but omitted integrity vs. despair—the 
problem of senescence. This is too easy a way 
to dispose of grandparents, it robs life of an 
inescapable final step; and, of course, it defeats 
this whole conception of an intrinsic order in 
the life cycle. 

This kind of omission ignores the “cog- 
wheeling” of infantile and adult stages—the 
fact that each further stage of growth in a 
given individual is not only dependent upon 
the relatively successful completion of his own 
previous stages, but also on the completion 
of the subsequent stages in those other indi- 
viduals with whom he interacts and whom he 
accepts as models. 

Finally, I should point to the fact that 
what my psychoanalytic colleagues warned me 
of most energetically has, on occasion, come 
to pass: even sincere workers have chosen to 
ignore my emphasis on the intrinsic relation 
of the psychosocial to the psychosexual stages 
which form the basis of much of Freud’s 
work, 

All of these misuses, however, may be to 
a large extent the fault of my choice of words. 
The use of simple, familiar words like “trust 
and “mistrust” apparently leads people to as- 
sume that they know “by feel” what the 
theory is all about. Perhaps this semantic 
problem would have been avoided if I had used 
Latin terms, which call for definitions. y: 

I may point out, however, that I originally 
suggested my terms as a basis for discussions 
—discussions led by people who have an idea 
of the interrelatedness of all aspects of human 
development. For the eight stages of psycho- 
social development are, in fact, inextricably 
entwined in and derived from the yanous 
stages of psychosexual development that were 
described by Freud, as well as from the child s 
stages of physical, motor, and cognitive de- 
velopment. Each type of development ana 
the other and is affected by it. Thus, I Sa 
that discussants would do well to study eac 
key word in its origins, in its usage it 
various periods and regions, and in pene 


227 


languages. Simple words that touch upon uni- 
versal human values have their counterpart 
in every living language, and can become ve- 
hicles of understanding at international con- 
ferences. 

Incidentally, I made up one new word be- 
cause I thought it was needed. To me, “gen- 
erativity” described the chief characteristic 
of the mature adult. It was turned into a 
comfortable, if inaccurate, homespun word 
before it ever left the Fact-Finding Committee 
of 1950. I had deliberately chosen ‘“genera- 
tivity” rather than “parenthood,” or “cre- 
ativity,” because these narrowed the matter 
down to a biological and an artistic issue in- 
stead of describing the deep absorption in 
guiding the young or in helping to create a 
new world for the young, which is a mark of 
maturity in parents and nonparents, working 
people and “creative” people alike. 

Enough of this fault-finding! But it is 
interesting to see what can happen to new 
ideas; and you did ask me. 


Question: During the past 10 years you 
have been treating and studying mentally ill 
young people at a public clinic in a low-income 
area in Pittsburgh and at a private, compara- 
tively expensive, mental hospital in the Berk- 
shires. Have you found any common de- 
nominator in the disturbances of these pa- 
tients—from such opposite walks of life—that 
would seem to point to any special difficulty 
harassing the young people of our land 
today? 


Since 1950, I have concentrated on the 
life histories of sick young people in late 
adolescence and early adulthood primarily in 
order to study one of the crises magnified, as 
it were, with the clinical microscope. I think 
that our initial formulations of the identity 
crisis have been clinically validated and much 
refined. 

Many of these sick young people in their 
late teens and early twenties had failed dur- 
ing their adolescence to win out in the strug- 
gle against identity confusion. They were 
suffering so seriously from a feeling of being 
(or, indeed, wanting to be) “nobody” that they 
were withdrawing from reality, and in some 
cases even attempting to withdraw from life 
itself: in other words, they were regressing 
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to a position where trust had to be reinstated. 
Their malaise proved to be related to the same 
sense of diffuseness which drives other young 
adults to incessant and sometimes delinquent 
activity—an effort to show the world, includ- 
ing themselves, that they are “somebody” even 
if deep down they do not believe it. 

In the meantime, of course, the identity 
issue has been taken up by many writers 
and by some magazines, almost in the form 
of a slogan. We are prone to think that we 
have cornered an issue when we have found 
a name for it, and to have resolved it when 
we have found something to blame. So now 
we blame “the changing world.” 

Actually, there is no reason why youth 
should not participate with enthusiasm in 
radical change; young people are freer for 
change than we are. The bewildering thing 
for them must be that we now complain about 
change, having eagerly caused it ourselves 
with inventions and discoveries; that we seem 
to have played at change rather than to have 
planned it. If we had the courage of our 
inventions, if we would grow into the world 
we have helped to create, and would give 
youth co-responsibility in it, I think that all 
the potential power of the identity crisis 
would serve a better world than we can now 
envisage. 

Let me say a word about identity, or rather 
about what it is not. The young person seek- 
ing an identity does not go around saying, 
even to himself, “Who am I?” as an editorial 
in a national magazine suggested last year’s 
college graduates were doing on their way 
home. Nor does the person with a secure 
sense of identity usually stop to think or to 
brag about the fact that he has this priceless 
possession, and of what it consists. He sim- 
ply feels and acts predominantly in tune with 
himself, his capacities, and his opportunities; 
and he has the inner means and finds the 
outer ways to recover from experiences which 
impair this feeling. He knows where he fits 
(or knowingly prefers not to fit) into present 
conditions. ... 

This sense of a coincidence between inner 
resources, traditional values, and opportuni- 
ties of action is derived from a fusion of 
slowly grown, unconscious personality pro- 
cesses—and contemporary social forces. It has 
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its earliest beginnings in the infant’s first 
feelings of affirmation by maternal recogni- 
tion and is nurtured on the quality and con- 
sistency of the parental style of upbringing. 
Thus identity is in a sense an outgrowth of 
all the earlier stages; but the crucial period 
for its development to maturity comes with 
the adolescent crisis. 

Every adolescent is apt to go through some 
serious struggle at one time or another. The 
crises of earlier stages may return in some 
form as he seeks to free himself from the 
alignments of childhood because of both his 
own eagerness for adulthood and the pressures 
of society. For a while he may distrust what 
he once trusted implicitly; may be ashamed of 
his body, and doubtful of his future. He ex- 
periments, looking for’ affirmation and recog- 
nition from his friends and from the adults 
who mean most to him. Unconsciously, he re- 
vamps his repertory of childhood identifica- 
tions, reviving some and repudiating others. 
He goes in for extremes—total commitments 
and total repudiations. His struggle is to 
make sense out of what has gone before in 
relation to what he now perceives the world 
to be, in an effort to finda persistent sameness 
in himself and a persistent sharing of some 
kind of essential character with others. 

Far from considering this process to be @ 
kind of maturational malaise, a morbid ego- 
centricity of which adolescents must be 
“cured,” we must recognize in it the search 
for new values, the willingness to serve loyal- 
ties which prove to be “true” (in any number 
of spiritual, scientific, technical, political, 
Philosophical, and personal meanings Of 
“truth”) and thus a prime force in cultural 
rejuvenation. 

The strengths a young person finds in adults 
at this time—their willingness to let him ex- 
periment, their eagerness to confirm him at his 
best, their consistency in correcting his ex- 
cesses, and the guidance they give him—will 
codetermine whether or not he eventually 
makes order out of necessary inner confusion 
and applies himself to the correction of dis- 
ordered conditions. He needs freedom tO 
choose, but not so much freedom that he can- 
not, in fact, make a choice. 

In some adolescents, in some cultures, i? 
some historical] epochs this crisis is minimal; 
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in others it holds real perils for both the in- 
dividual and society. Some individuals, par- 
ticularly those with a weak preparation in 
their preceding developmental crises, succumb 
to it with the formation of neuroses and psy- 
choses. Others try to resolve it through ad- 
herence—often temporary—to radical kinds of 
religious, political, artistic, or criminal ideolo- 
gies. 

A few fight the battle alone and, after a 
prolonged period of agony characterized by 
erratic dangerous behavior, become the spokes- 
men of new directions. Their sense of impend- 
ing danger forces them to mobilize their capac- 
ities to new ways of thinking and doing which 
have meaning, at the same time, for themselves 
and their times. In my book “Young Man 
Luther” I have tried to show how identity is 
related to ideology and how the identity strug- 
gle of one intense young genius produced a 
new person, a new faith, a new kind of man, 
and a new era. 

I think I chose to write about Luther and 
his time because there are many analogies 
between our time and his, although today the 
problems which beset all historical crises are 
global and, as it were, semifinal in character. 
Today, throughout the world, the increasing 
pace of technological change has encroached 
upon traditional group solidarities and on their 
ability to transmit a sense of cosmic wholeness 
and technological planfulness to the young. 

To me one of the most disturbing aspects of 
our technological culture is the imbalance be- 
tween passive stimulation and active outlet in 
the pleasures that are sanctioned for young 
people. With the passing of the western fron- 
tier and the accelerated appearance of auto- 
matic gadgets, young people have become in- 
creasingly occupied with passive pursuits 
which require little participation of mind or 
body—being conveyed rapidly through space 
by machines and watching violent fantasies at 
the movies or on television—without the poss!- 
bility of matching the passive experience with 
active pursuits. When an adolescent substi- 
tutes passivity for the adventure and activity 
which his muscular development and sexual 
drives require, there is always the danger or 
explosion—and I think that this accounts for 
much of the explosive, unexpected, and delin- 
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quent acts on the part of even our “nice” 
young people. 

This is probably why “Westerns,” always on 
the borderline of the criminal and the lawful, 
capture the passive imagination of a youth 
which has traditionally substituted identifica- 
tion with the rugged individualist—the pioneer 
who ventures into the unknown—for commit- 
ment to a political ideology; and which now 
finds itself confronted with increasing de- 
mands for standardization, uniformity, and 
conformity to the rituals of a status-conven- 
tion. While the national prototype has his- 
torically been based on readiness for change, 
the range of possibilities of what one might 
choose to be and of opportunities to make a 
change [has] narrowed. To this has been 
added most recently the rude shaking of the 
once “eternal” image of our Nation’s supe- 
riority in productivity and technical ingenuity 
through the appearance of Sputnik and its 
successors. 

Thus one might say the complexity of the 
adolescent state and the confusion of the times 
meet head on. 

However, I believe that the “confusion” 
derives from a hypocritical denial of our true 
position, both in regard to obvious dangers 
and true resources. When youth is permitted 
to see its place in a crisis, it will, out of its 
very inner dangers, gain the strength to meet 
the demands of the time. 

Clinical experience with young people has, 
it is true, verified that combination of inner 
and outer dangers which explains aggravated 
identity crises. On the other hand, it has con- 
vinced me and my colleagues, even in hospital 
work, of the surprising resources which young 
people can muster if their social responsibili- 
ties are called upon in a total environment of 
psychological understanding. 


Question: Does this kind of confusion have 
anything to do with juvenile delinquency? 


I would not want to add here to the many 
claims concerning distinct and isolated causes 
of juvenile delinquency. But I would like to 
stress one contributing factor: the confused 
attitudes of adults—both laymen and profes- 
sionals—toward the young people whom we, 
with a mixture of condescension and fear, call 


teenagers. 
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Except perhaps in some rare instances of 
congenital defects resulting in a low capacity 
to comprehend values, juvenile delinquents are 
made, not born; and we adults make them. 
Here, I am not referring to their parents ex- 
clusively. True, many parents, because of their 
own personalities and backgrounds, are not 
able to give their children a chance for a 
favorable resolution of the identity crisis. 
Nor am I referring to the failure of society at 
large to correct those blights on the social 
scene—such as overcrowded slums and in- 
equality of opportunities for minority groups 
—which make it impossible for tens of thou- 
sands of young people to envisage an identity 
in line with the prevailing success-and-status 
ideology. 

Rather I am referring to the attitudes of 
adults—in the press, in court, and in some 
professional and social institutions—which 
push the delinquent young person into a “nega- 
tive identity,” a prideful and stubborn accept- 
ance of himself as a juvenile delinquent—and 
this at a time when his experimentation with 
available roles will make him exquisitely vul- 
nerable (although he may not admit or even 
know it) to the opinions of the representatives 
of society. When a young person is adjudicated 
as a potential criminal because he has taken 
a girl for a ride in somebody else’s car (which 
he intended to abandon, not to appropriate), 
he may well decide, half consciously, of course, 
but none the less with finality, that to have 
any real identity at all he must be what he 
obviously can be—a delinquent. The scolding 
of young people in public for the indiscretions 
they have committed, with the expectation that 
they show remorse, often ignores all the factors 
in their histories that force them into a delin- 
quent kind of experimentation. It is certainly 
no help toward a positive identity formation. 

In his insistence on holding on to an active 
identity, even if it is temporarily a “negative” 
one from the point of view of society, the de- 
linquent is sometimes potentially healthier 
than the young person who withdraws into a 
neurotic or a psychotic state. Some delin- 
quents, perhaps, in their determination to be 
themselves at all costs and under terrible con- 
ditions have more strength and a greater po- 
tential for contributing to the richness of the 
national life than do many excessively con- 
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forming or neurotically defeatist members of 
their generation, who have given up youth’s 
prerogatives to dream and to dare. We must 
study this problem until we can overcome the 
kind of outraged bewilderment which makes 
the adult world seem untrustworthy to youth 
and hence may seem to justify the choice of a 
delinquent identity. 

Actually, transitory delinquency, as well as 
other forms of antisocial or asocial behavior, 
often may be what I have called a psychosocial 
moratorium—a period of delay in the assump- 
tion of adult commitment. Some youths need 
a period of relaxed expectations, of guidance 
to the various possibilities for positive identi- 
fication through opportunities to participate 
in adult work, or even of introspection and 
experimentation—none of which can be re- 
placed by either moralistic punishment or 
condescending forgiveness. 


Question: The theme of the 1960 White 
House Conference on Children and Youth 
charges the Conference with studying and un- 
derstanding “the values and ideals of our s0- 
ciety” in its efforts “to promote opportunities 
for children and youth to realize their full po- 
tential for a creative life in freedom and dig- 
nity.” On the basis of the scheme which you 
presented to us in 1950, could you add a word 
about how these valucs, once identified, can be 
transmitted in a way that will insure their in- 


corporation into the value systems of the 
young? 


Like every other aspect of maturity the vir- 
tues which we expect in a civilized human 
being grow in stages as the child develops 
from an infant to an adult. What is expected 
of a child at any time must be related to his 
total maturation and level of ego strength, 
which are related to his motor, cognitive, psy- 
chosexual, and psychosocial stages. You can’t 
expect total obedience from a 2-year-old who 
must test a growing sense of autonomy, nO 
total truth from a 4-year-old involved in the 
creative but often guilt-ridden fantasies of the 
oedipal stage. 

It would be in line with the course of other 
historical crises if in our Nation today a ce! 
tain sense of moral weakness were producing 
a kind of frantic wish to enforce moral 


PERSONALITY FACTORS AND SCHOOL ACHIEVEMENT 


strength in our youth with punitive or purely 
exhortative measures. 

Today, a sense of crisis has been aggravated 
by the long cold war and the sudden revelation 
of the technical strength of a supposedly ‘“‘back- 
ward” rival. We are wondering whether we 
have made our children strong enough for 
living in such an unpredictably dangerous 
world. Some people, who suddenly realize that 
they have not been responsible guardians of all 
the Nation’s young, now wonder whether they 
should have beaten moral strength into them 
or preached certain absolute values more 
adamantly. 

No period, however, can afford to go back 
on its advances in values and in knowledge, 
and I trust that the 1960 White House Con- 
ference will find a way to integrate our knowl- 
edge of personality development with our na- 
tional values, necessities, and resources. What 
we need is not a plan whereby relatively irre- 
sponsible adults can enforce morality in their 
children, but rather national insistence on a 
more responsible morality on the part of 
adults, paired with an informed attitude to- 
ward the development of moral values in chil- 
dren. Values can only be fostered gradually 
by adults who have a clear conception of what 
to expect and what not to expect of the child 
as, at each stage, he comes to understand new 
segments of reality and of himself, and who 
are firm about what they are sure they may 
expect. 

It must be admitted that psychiatry has 
added relatively little to the understanding of 
Morality, except perhaps by delineating the 
great dangers of moralistic attitudes and mea- 
sures which convince the child only of the 
adult’s greater executive power, not of his 
actual moral power or true superiority. To this 
whole question, I can, on the basis of my oun 
work, only indicate that the psychosocial stages 
discussed in 1950 seem to open up the possibil- 
ity of studying the way in which in each stare 
of growth the healthy child’s developmenta 
drives dispose him toward a certain set : 
qualities which are the necessary fundaments 
of a responsible character: in infancy, hope 
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and drive; in early childhood, will and control; 
in the play age, purpose and direction; in the 
school age, skill and method; and in adoles- 
cence, devotion and fidelity. The development 
of these basic qualities in children, however, 
depends on the corresponding development in 
adults of qualities related to: in young adult- 
hood, love, work, and affiliation; in adulthood, 
care, parenthood, and production; and in old 
age, “wisdom” and responsible renunciation. 

Now I have given you another set of nice 
words, throwing to the winds my own warning 
regarding the way they can be misunderstood 
and misused. Let me point out, therefore, that 
I consider these basic virtues in line with our 
advancing psychoanalytic ego-psychology, on 
the one hand, and without advancing knowl- 
edge of psychosocial evolution, on the other, 
and that the conception behind this list can 
only be studied in the context of advancing sci- 
ence. I will discuss this further in a forthcom- 
ing publication, but I mention it now because 
I thought I owed you a reference to the way 
in which my contribution of 1950 has gradually 
led me in the direction of the great problem 
of the anchoring of virtue in human nature as 
it has evolved in our universe. 

We ought to regard the breaking of a child’s 
spirit—by cruel punishment, by senseless spoil- 
ing, by persistent hypocrisy—as a sin against 
humanity. Yet today we have back-to-the- 
woodshed movements. Last year in the legis- 
lature of one of our greatest States a bill 
was introduced to allow corporal punishment 
in the public schools and was lauded by part 
of the press. This gave the Soviets a chance 
to declare publicly against corporal punish- 
ment, implying that they are not sufficiently 
seared by their own youth to go back on certain 
considered principles in the rearing of the 
young. Actually, I think that we stand with 
the rest of the civilized world on the principle 
that if adult man reconsiders his moral posi- 
tion in the light of historical fact, and in the 
light of his most advanced knowledge of hu- 
man nature, he can afford, in relation to his 
children, to rely on a forbearance which step 
by step will bring the best out of them... 


28. THE LONELY ROAD OF UNREALITY * 


EVELYN L. 


Of the varied processes of adjustment in 
response to the child’s inner needs, the natural 
events of his life, and the presence and activi- 
ties of those about him, adjustment by with- 
drawal presents the greatest challenge to the 
teacher, not only because withdrawal responses 
often escape notice, but mainly because such 
avoidant modes, more insidious than others, 
may become habitual and pathological before 
recognition. According to Louttit, the bound- 
aries between psychoneuroses and psychoses 
are no clearer than those between personality 
difficulties and psychoneuroses. In other 
words, between the child’s seclusiveness and 
timidity, resulting from the withdrawing mode 
of- behavior, and the borderlands of the func- 
tional psychosis of schizophrenia, there are no 
clearcut demarcations, no signposts that un- 
questionably indicate to the teacher that ahead 
lies the Lonely Road of Unreality. Neverthe- 
less, the withdrawing, recessive personality, 
subjected to unbearable stresses and strains of 
his personal and social environment, may be- 
come the severely distorted and shattered per- 
sonality of the psychotic. 

Ten years ago Teresa, a slight, silent, and 
inactive child of seven completed grade one 
with a satisfactory record. The teacher’s only 
comment at the time was, “Teresa is unsocial 
and shows no interest in playing with the 
other children.” Today Teresa is institution- 
alized in a mental hospital, classified: schizo- 
phrenia, hebephrenic. And yet Teresa’s be- 
havior all through her eight years of public 
school received scarcely more than passing 
attention; indeed, no teacher considered her 


* From Banning, Evelyn L., “The Lonely Road 
of Unreality,” School and Society, 72, August, 
1950, pp. 132-133. 
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withdrawn manner or her extreme seclusive- 
ness a matter of concern since she caused no 
disturbance in the classroom and showed great 
Solicitation for teacher approval in the early 
grades. 

Two questions immediately present them- 
selves for our consideration of the teacher's 
role in recognizing and in treating behavior 
anomalies. : 

1. What are the symptoms of prepsychotic 
behavior observable in school children? 

2. What help can the teacher actually give 
the child after recognizing these early symp- 
toms? 

The predisposing causative factors of schizo- 
phrenia are not definitely known: on the other 
hand, the precipitating factors, whether or- 
ganic illness, physical discomfort, emotional 
trauma, psychic conflicts, or the developmental 
crisis of childhood or adolescence, merely evoke 
and exaggerate the schizophrenic response 
when the pattern has already been established. 
Bleuler states “There is nothing to be gained 
by listing the factors that have been implicated 
in the precipitation of the functional psy- 
chosis; obviously any incident toward which 
an individual may have become sensitized can 
tip the balance.” For the teacher, therefore, 
the important consideration lies not in the 
etiology of the psychosis, either generally or 7 
any specific case such as that of Teresa, nO! 
in the therapy possible after the onset of 
mental deterioration, but rather in the recog- 
nition of the early symptoms of behavior dis- 
orders for the purpose of planning the best 
methods of improving the child’s adjustment 
to reality. Likewise the full social significance? 
of the value of early recognition is clear 1” 
view of the fact that schizophrenia is usually 
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found among adolescents and young adults 
and that it accounts for approximately one 
fourth of all mental disorders. 

Although sufficient data regarding prepsy- 
chotie behavior of more serious disorders are 
unfortunately lacking, the preschizophrenic 
symptoms, in a broad sense, do resemble the 
introverted type of personality described by 
Jung and others. The most distinctive feature, 
according to Young, is the gradual and insidi- 
ous development of inattention and emotional 
indifference to the world outside of the indi- 
vidual. Extreme seclusiveness, excessive day- 
dreaming, regression of personal interests, and 
odd behavior are primary symptoms. The 
teacher needs to observe carefully the behavior 
of the shy, timid, and quiet pupil who may be 
overlooked, since he does not disturb class 
routine. Inasmuch as it is not always easy 
to determine whether the child’s behavior is 
a normal striving for a satisfactory adjust- 
ment or an abnormal inability to meet regular 
daily experiences, the teacher should have a 
sound understanding of the psychology of 
adjustment and of human behavior. 

The secondary symptoms are many and 
varied, depending upon the developmental 
Stage, all symptoms that give evidence of a 
disordered contact with the environment. Out 
of the specific experiences, the individual comes 
to develop certain standard or habitual forms 
of reaction, substitute responses that in psy- 
chotics tend to involve the entire organization. 
Secondary symptoms include temper displays, 
a diminished breadth of general interest, amo- 
tional expressions, negativisms, psychomotor 
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agitation, a variety of speech disorders, and 
overt sex practices. In these more severe cases, 
the teacher should not consider herself quali- 
fied for therapy, but should instead refer the 
child to a clinical specialist or psychiatrist. 
Such use of available resources for the treat- 
ment of severe behavior disorders is distinctly 
a credit to the professional alertness of the 
teacher. 

The school and the teacher, however, do play 
a significant part in treating behavior prob- 
lems before the developing personality of the 
child begins to deviate conspicuously from a 
normal path. Both through modifying the 
environmental factors of the school and 
through working directly with the child, the 
individual may be taught to meet social and 
cultural frustrations successfully and may be 
shielded from unattainable ideals of success. 
Work that is within the capacity of the child, 
that is meaningful, and that provides him with 
some sense of accomplishment is essential. 
Mental balance can also be aided by additional 
ambivalent activities that are approved outlets 
for deep and unsatisfied wishes: art, avoca- 
tions, and hobbies. Most important of all, 
however, is the therapeutic attitude of the 
teacher, that teacher who, by her real under- 
standing and knowledge of behavior anomalies, 
her resourcefulness, and encouragement, offers 
affectional security to the quiet, insecure child 
in a social setting not unduly exciting. Thus 
the teacher may be of help to the preschizo- 
phrenic child who is giving evidence of diffi- 
culty in making a reasonably adequate adjust- 
ment to the world of reality. 


29. ACQUIRING DEPENDENCE AND INDEPENDENCE: A THEORETICAL ORIENTATION * 


GLEN HEATHERS 


A. PROBLEM 


Everyone’s personality develops in a social 
world and every aspect of personality reflects 
one’s relationships and experiences with 
others. A central aspect of the process of 
becoming “socialized” is developing needs, per- 
ceptions, and response patterns having to do 
with dependence on others, or with indepen- 
dence. Currently, a major research program 
on the development of dependence-indepen- 
dence in preschool children is underway at the 
Fels Research Institute. This paper presents 
the general theoretical orientation basic to 
the research program. Its purposes are to 
define certain forms of dependence-indepen- 
dence and to indicate how they may be learned. 


B. FORMS OF DEPENDENCE AND 
INDEPENDENCE 


A person is dependent on others to the 
extent that he has needs! which require that 
others respond in particular ways if these 
needs are to be satisfied. A person is indepen- 
dent of others to the extent that he can satisfy 
his needs without requiring that others re- 
spond to him in particular ways. 

One way of depending on others is instru- 
mental dependence which is present when a 


* From Heathers, Glen, “Acquiring Dependence 
and Independence: A Theoretical Orientation,” 
Journal of Genetic Psychology, 1955, 87, pp. 
Sere ahi “need” is a theoretical construct 
which refers to perceptions and response patterns 
related to achieving and utilizing any goals in a 
particular class of goals (e.g., affection). Needs 
may be measured at the perceptual level by ob- 
taining verbal reports (as in projective tests) or 
at the overt behavioral level by observing re- 
sponses toward goals. 


person seeks help in reaching goals. Thus, an 
infant depends on others for help in satisfying 
hunger and other bodily needs. When a child 
seeks help, as in getting food, help is the sub- 
goal in relation to the end-goal of food. 

With emotional dependence, the responses 
of others are the end-goals rather than means 
of reaching them. Thus, the need for affection 
is an emotional-dependence need which is satis- 
fied by others’ affectionate responses. Three 
forms of emotional dependence may be dis- 
tinguished—needs for reassurance, for affec- 
tion, and for approval. The need for reassur- 
ance occurs in situations when a person antic- 
ipates undesired or feared outcomes—failure, 
rejection, injury, ete. Seeking reassurance iS 
a matter of placing oneself in the care of 
another person as a way of avoiding such 
outcomes. Thus, a child who fears the dark 
desires someone he trusts to share the dark- 
ness with him, and a child who is anxious 
about failing a task wants to be told that 
he will make out all right. A person’s need 
for affection is the need for others to respond 
with physical signs of affection such as ca- 
resses and kisses or with words and deeds 
which show that they care for him. A person’s 
need for approval is the need for others to 
make positive responses toward him either on 
the basis of his performance or on the basis 
of status-giving characteristics such as his 
appearance, his possessions, or his social 
rôles. 

Instrumental independence means conduct- 
ing activities and coping with problems with- 
out seeking help. It is the obverse of instru- 
mental dependence, 

Emotional independence means, first, the 
absence of needs for reassurance, affection, OY 
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approval in particular situations. This aspect 
may be called “emotional self-reliance” and is 
the obverse of emotional dependence. In addi- 
tion, emotional independence is defined to 
include “‘self-assertion” in the form of needs 
to master tasks, and to dominate others. It 
should be noted that emotional self-reliance 
does not assume any specific independence 
needs while self-assertion does. The need to 
master a task is assumed to be more than the 
need to complete it: it is the need for self- 
approval on the basis of one’s performance. 
Similarly, the need to dominate is assumed to 
be a need for self-approval on the basis of 
one’s assertive behavior. These definitions of 
self-reliance and self-assertion assume that 
the behavior expressing them is not used as 
a means of gaining approval. When approval 
is the goal, as when a person dominates in 
order to attract attention or praise, emotional 
dependence rather than independence is shown. 


C. ASSUMPTIONS ABOUT THE 
LEARNING PROCESS 


In offering an account of how dependence 
and independence are learned, it is assumed 
that learning takes place in relation to needs 
which a person tends to satisfy through mak- 
ing appropriate goal-directed responses. A 
Person learns certain “meanings” of aspects of 
Situations in relation to his needs and he learns 
“predispositions” to make or not to make cer- 
tain goal directed responses when a given need 
is active in a situation. His overt responses 
depend on which of his needs are active as he 
enters the situation, on what need-relevancies 
he perceives in the situation, and on his ex 
Pectancies of satisfying or not satisfying his 
needs by responses directed toward goals in 
the situation. 

The need-relevancies of a situation may be 
divided into three categories: (a) need-arousal 
—a situation may evoke needs as when a per- 
Son perceives the threat of injury; (b) etal 
a situation may provide opportunities for 
Satisfying needs; and (e) goslpathwayt r 
situation may provide opportunities to make 
responses which lead to goals. 

A person learns the need-relev 
Situation through the simultaneous 


ancies of a 
association 
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of his perceptions ? of the situation, and of his 
responses in the situation, with positive or 
negative reinforcement. When perceptions of 
the situation and of his responses to it are 
associated with positive reinforcement 
(achieving goals) he learns to expect a posi- 
tive outcome and acquires predispositions to 
make the goal-directed responses which led to 
positive reinforcement. Conversely, when per- 
ceptions of the situation and of his responses 
are associated with negative reinforcement 
(failure to achieve goals, punishment, injury) 
he learns to expect this sort of outcome and 
acquires predispositions not to make the re- 
sponses which led to negative reinforcement. 

A point which requires special emphasis is 
that the reinforcement value of a goal is not 
determined by the goal as such but by its 
relation to one’s expectations. Thus a child 
who is seeking affection from his mother may 
perceive her hug as rejection because she 
doesn’t take him on her lap and caress him 
as she usually has done. Another child may 
perceive a similar hug as rewarding because 
it equals or exceeds what he has learned to 
expect. 

An important aspect of learning need-rele- 
vancies is that stimuli from a situation which 
are associated with reinforcement acquire rein- 
forcement value. When this has occurred, 
these accompaniments or “signs” of reinforce- 
ment may function as goals in the absence of 
the previous reinforcement. Thus, if a child’s 
mother smiles whenever she gratifies any of 
his needs, her smile will come to be a goal 
in its own right. 

When substitute goals are learned, new 
needs are also acquired in the sense that a 
person tends to seek these substitute goals in 
the absence of the needs which were previously 
active. In this article, needs for reassurance, 
affection, approval, mastery, and domination 
are considered to be acquired needs. It is 
assumed that the reason one comes to need 
affection, approval, ete., is because of a gen- 


2 The use of the term “perception” in this paper 
may cause confusion because it is conventional to 
restrict this term to conscious process. The term 
is used in this paper to refer to all “psychological 
processes” which are active when a person reacts 
to a situation, regardless of the degree of con- 
scious awareness oF control of these processes, 


236 


eral tendency to seek positive reinforcement. 
So, when a person perceives the opportunity 
for achieving a goal (such as affection or 
approval) he not only has the expectancy of 
achieving it but also the predisposition to 
achieve it. 


D. INSTRUMENTAL DEPENDENCE 


At birth, and during his first months, the 
infant is relatively helpless and is passively 
dependent on others to satisfy almost all his 
needs. He can breathe, and, if his supply of 
air is interrupted, his struggling may restore 
it. He can suck in and swallow liquid brought 
to his mouth and he can digest and eliminate. 
He reacts to annoying stimuli by general bodily 
activity which may remove the annoyance. 
However, beyond such reflexes and such gen- 
eral bodily responses, the very young infant 
can do nothing to satisfy his needs. 

Despite his helplessness, it is wrong to say 
that the neonate is actively dependent on 
others, since he must first learn to associate 
others with the satisfaction of his needs. 
Neither instrumental nor emotional depen- 
dence are present until the child has learned 
to perceive others as related to achieving goals, 
and until he has learned to use certain re- 
sponses as means of inducing others to attend 
to his needs. For example, the basis for learn- 
ing to use crying as an expression of instru- 
mental dependence is the fact that a child’s 
mother responds to his crying by trying to 
discover and satisfy his needs. Learning prin- 
ciples predict that through this sort of ex- 
perience the child comes to associate crying 
with his mother’s responding to him, and with 
relieving his distress. When this learning has 
taken place, crying may be used as a device 
to express instrumental dependence. 

In developing instrumental dependence on 
others, the child learns various devices for 
stimulating others to help him reach his goals. 
Crying is generally effective in alerting others 
to the fact that he wants something, and also 
is apt to disturb others enough to make them 
try to find out what he wants and “pacify” 
him. But crying isn’t a good way of indicat- 
ing what he wants. A child learns to indicate 
what he wants by looking toward it, pointing 
at it, naming it, etc. In this process of learn- 


ing instrumental-dependence devices, each 
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child is taught by his mother and others to 
use certain ways of asking for help which are 
acceptable to them, and to which they will 
respond by helping him. He is also taught not 
to use certain devices because these are ineffec- 
tive in getting help. Thus a child may be 
taught to stop crying, to smile, or to say 
“please” as conditions for getting others to 
help him. 

One form of instrumental dependence is 
imitation in which one depends on another 
for his cues as to where to go or what to do 
in order to reach his goals. Imitation has been 
analyzed in detail by Miller and Dollard (2) 
who showed that one child will learn to imi- 
tate another child if following the other leads 
to reward while not following him leads to 
non-reward. They showed also that imitation 
“generalizes” from one situation to another. 
That is, imitation becomes a general instru- 
mental-dependence device which may be used 
in any appropriate situation as a means of 
reaching a goal. 

It is essential that the person from whom 
instrumental aid is sought be motivated to give 
help. Very often this means that a child must 
“earn” the help he seeks by offering his pro- 
spective helper some inducement. Thus 2 
mother who desires that her child show signs 
of “growing up” may require that he try first 
before she will help him. This give-and-take 
is obviously important in developing the so- 
cialized individual. Instead of passive, one- 
sided relationships it requires active, mutual 
relations with other people. Sears (3) offers 
a beginning toward the systematic analysis 
of this interaction process in his consideration 
of the “dyadic group.” 


E. EMOTIONAL DEPENDENCE 


l. ACQUIRING EMOTIONAL DEPENDENCE 
NEEDS. In explaining how emotional depen; 
dence develops, the first question is how others 
responses become the end-goals which are 
sought rather than means toward end-goals ee 
with instrumental dependence. In the analysis 
which follows, this will be discussed in relation 
to acquiring needs for reassurance, affection, 
and approval. 

a. Needs for Reassurance. Reassurance 
satisfies needs for emotional support in “anx- 
iety” situations when a person anticipates 
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injury, failure, or rejection. In order to antic- 
ipate unpleasant experiences in a situation, 
one must previously have had such experiences 
in situations having something in common 
with the present one. The need for reassurance 
in situations perceived as threatening develops 
if other people, by their presence or their re- 
sponses, have given instrumental aid which 
prevented the threatening outcomes. In this 
way, other people become associated with 
avoiding or relieving anxiety in threatening 
situations. More generally, the presence and 
responses of others, including their verbal 
assurance, come to be associated with anxiety 
reduction in any situation. Thus a person 
comes to “trust” others and to count on them 
to prevent undesired outcomes. The need for 
reassurance, and responses of seeking it, thus 
develop as means of preventing or relieving 
anxiety. 

Obviously a person does not learn to trust 
everybody since in his experiences some people 
have failed to protect him from harm and 
some have punished him through frustrating, 
rejecting, or injuring him. On the basis of 
these differential experiences, each person 
learns to direct his needs for reassurance to- 
ward certain people or categories of people 
and not toward others. 

b. Needs for Affection. To explain how a 
child’s needs for affection develop, it is neces- 
Sary to show how affectionate responses by 
others become associated with the satisfaction 
of certain of the child’s “basic” needs. The 
infant’s earliest experiences of receiving affec- 
tion have to do with being made comfortable 
and relaxed, and with being given pleasant 
Sensual stimulation. One of the primary ex- 
Pressions of affection is when a mother holds 
her infant as she feeds him. Another is hold- 
ing him in her arms and caressing him while 
rocking him to sleep. Each of these classical 
expressions of affection involves a comfortable 
Posture, warmth, and mild stimulation tending 
to relax the child. Also each involves direct 
Sensual stimulation to which the child responds 
with signs of pleasure. After a few weeks, 
the child experiences affection from his mother 
and others through being played with—being 
tumbled about, being surprised in games like 
peek-a-boo, being given toys to play willy 
being teased with funny faces or funny sounds, 
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etc. On the basis of such experiences, the 
child comes to perceive its mother and others 
as sources of comfort and pleasure. Also it 
develops impulses toward being responded to 
in ways associated with such comfort and 
pleasure—it develops needs for affection. 

While satisfying her child’s needs in direct 
physical ways the mother also smiles at her 
child, talks gently to him, calls him pet names, 
and uses other verbal expressions of her 
affection. Since these responses are associated 
with the direct physical gratification of his 
needs, they come to have reward value in their 
own right so that needs which were satisfied 
originally by physical affection may now be 
satisfied (at least in part) by these symbolic 
expressions of affection. 

c. Needs for Approval. When the child first 
learns to depend on others for instrumental 
aid, for reassurance, or for affection, nothing 
much is required of him beyond letting others 
know what his needs are. In other words, 
if his mother understands his capacities, she 
won’t demand that he behave in any particular 
way as a condition for giving him help or 
reassurance or affection. However, after a 
time, she begins to require that he act in cer- 
tain ways if he is to get her to coéperate in 
meeting his needs. The child’s choice of re- 
sponse in a situation thus becomes a condition 
of his being rewarded, ignored, or punished 
by others. 

When the child learns that his choice of 
response determines whether others will sat- 
isfy his needs, he develops the need to respond 
in ways which others approve. When they tell 
him “that’s fine,” “you’re a big boy,” “you 
did it by yourself,” etc., at the same time they 
him in other ways, their verbal ex- 
pressions of approval acquire reward value. 
Thereafter, when the need for approval is 
present, these signs of approval may satisfy 
the need. : 

On the other hand, signs of disapproval 
(frowning, yelling at the child, saying “don’t” 
or “that’s naughty”) are associated with re- 
jection or punishment and acquire negative 
reinforcement value. Disapproval thus be- 
comes a basis for learning not to do certain 
things even when those acts are not discour- 
y other way. Also, since disapproval 
d by punishment, it will 


reward 
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tend to arouse anxiety about being punished. 
This anxiety will be relieved by getting others 
to respond positively.® 
2. DEVELOPING RESPONSE PATTERNS FOR 
EXPRESSING DEPENDENCE NEEDS. In analyzing 
any need, three aspects may be distinguished: 
(a) a state of tension or expectancy which 
may be experienced as dissatisfaction, anxiety, 
or pleasant anticipation; (b) goals (objects, 
circumstances, others’ responses) which are 
ways of satisfying the need; and (c) response 
patterns which are means of achieving these 
goals. The analysis to this point has dealt 
mainly with the tensional and goal aspects 
of emotional dependence. This section con- 
siders how a person develops or selects par- 
ticular response patterns (devices) for stimu- 
lating others to satisfy his dependence needs. 
In seeking a dependence relationship with 
another person, one’s overtures should do three 
things—attract the other person’s attention, 
indicate what is wanted, and motivate the 
other person to respond in the desired way. 
During the child’s first year or so, crying is 
one of the most frequently used dependence 
devices. Crying usually induces the child’s 
mother to approach, pick him up, and comfort 
him, thus satisfying needs for reassurance or 
for affection. One of the child’s earliest learned 
dependence devices is turning or leaning to- 
ward his mother and reaching out his arms. 
This is a postural adjustment associated with 
being picked up; when it occurs in anticipation 
of being picked up it serves as a stimulus to 
the mother and is a dependence device, When 
the child is able to crawl or walk, he tends to 
approach his mother when seeking to satisfy 
dependent needs. 


Language adds greatly to the child’s ability 
to indicate what he wants and also give him 


*The present account of the development of 
instrumental and emotional dependence implies 
two basic steps in the socialization process. When 
the child has learned to depend on others for help, 
protection, reassurance, and affection the first step 
—acquiring “infantile dependence”—has been 
made. When he learns to seek approval by con- 
forming to others’ requirements, he takes the 
second step which leads him out of infantile de- 
pendence toward what may be called “social ma- 
turity.” Social maturity is primarily the readi- 
ness for mutual relations with others where one 
tries to satisfy others’ needs as a condition for 
their satisfying his own. 
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further weapons for motivating others to 
comply with his wishes. When he learns to 
say “mama” and “dada” he can indicate which 
one he wishes to serve him. As his vocabulary 
grows, he can say specifically what his wishes 
are, or what he wants others to do: “I’m 
scared,” “I’m tired,” “come here,” “carry me,” 
“watch me,” “look what I made.” Each of 
these verbal expressions is taught the child 
in association with the situations or acts to 
which it applied, and in association with the 
satisfaction of the needs which were present 
at the same time. 

Each child learns his own unique set of 
dependence devices according to which of his 
response patterns his parents and others re- 
warded. Thus it is not possible to present a 
list of dependence response patterns which 
applies to all children, However, there are 
common elements in every child’s set of de- 
pendence devices which reflect the fact that 
each child’s needs for reassurance, affection, 
and approval call for certain kinds of responses 
from others. Also, each child in a cultural 
group tends to be taught a set of dependence 


devices which reflect the values and norms of 
the group. 


F. REACTIONS WHEN DEPENDENCE 
OVERTURES ARE REJECTED 


Sontag (4) proposes that the frustration of 
dependent needs leads to “defenses” against 
further frustration of one’s dependence-seek- 
ing overtures. Obviously the most radical 
defense against rejection is to stop trying to 
induce others to satisfy one’s dependence 
needs. However, before a child adopts this 
sort of reaction to felt rejection, he may Ye- 
spond to rejection by changes in his depen- 
dence-seeking devices, or by shifting his over- 
tures away from one person toward another. 
Thus, if a child’s mother rejects his requests 
to sit on her lap but offers affection in other 
ways, the child will tend to modify his affec- 
tion-seeking overtures correspondingly. If the 
child’s mother almost always refuses to pick 
him up and play with him while his father 
usually does so, he will tend to turn to his 
father rather than to his mother for this sort 
of expression of affection. 

Sontag (4) has indicated how over-con- 
formity may be adopted as a general device 
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for avoiding rejection of dependence over- 
tures. As he points out, through being “good” 
a child lessens his chances of being disapproved 
or punished as well as increasing his chances 
of winning affection and approval from his 
parents or others. Being good, of course, 
means paying the price of catering to adults’ 
standards of conduct as a way of inducing 
them to gratify his dependence needs. 

In the cases described above, a child reacts 
to rejection by modifying his dependence- 
seeking overtures or by changing the person 
toward whom he directs such overtures. These 
types of adjustive reactions to rejection occur 
as the child perceives an alternative way of 
satisfying his dependence needs. However, if 
such alternative channels are not available to 
him, if he consistently meets rejection when 
he makes dependence-seeking overtures to the 
people around him, he may come to expect 
rejection generally. In such a case, expressing 
his emotional dependence needs becomes asso- 
ciated with punishing consequences (frustra- 
tion) and the child tends to quit trying to 
induce others to satisfy these needs. Thus, 
constant rejection may produce a general with- 
drawal from seeking dependence relationships, 
although dependent needs may still be active. 
Experimental evidence in support of this point 
is offered by Carl (1) who showed that the 
frequency of dependence responses declines 
When the adult toward whom these responses 
are directed consistently fails to respond to 
hem. 

Where consistent rejection has produced 
strong withdrawal tendencies, one may find 
the child showing evidence of a conflict be- 
tween the tendency to make dependence over- 
tures and the tendency to hold back in antici- 
Pation of being rejected. Hesitant, timorous 
Overtures may result from these opposed im- 
Pulses. The child who wants affection may 
Start toward his mother, then stop half w 
and stand there. Or he may go over and stand 
at her side, touch her dress, then wait for an 
encouraging sign from her before making 
More definite indications of his wishes. 


ay 


G. INSTRUMENTAL INDEPENDENCE 
vities and 
thout 
nde- 


When a child initiates his own activitie 
Copes with difficulties he encounters Wik 
asking for help, he shows instrumental ir 
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pendence. Suppose a child starts working out 
a cut-out puzzle with the goal of completing 
it. If the puzzle is hard for him he will take 
quite a while and make many mistakes before 
he reaches his goal. The extent to which he 
persists in the task without asking for help 
may be taken as a measure of his instrumental 
independence. 

Whether a child shows instrumental inde- 
pendence in a situation depends on a number 
of factors. The hypotheses which follow spec- 
ify five of these factors and predict their 
effects on a child’s tendencies to seek help. 

(a). The more frustration a child encoun- 
ters while performing an activity, the more 
will he tend to seek help. This hypothesis 
simply assumes that children learn to seek 
help as one way of overcoming obstacles in 
their goal-directed behavior. 

(b). The more a child expects that help 
is available, the more will he tend to seek it. 
If a child has learned through repeated ex- 
periences that others will help him under 
certain conditions, he will tend to resort to 
help when those conditions exist. If he usually 
has been refused help at such times, he will 
tend not to expect or seek it. 

(c). The more a child expects he can reach 
his goal unaided, the less will he tend to seek 
help. If the child has previously completed the 
activity or similar activities without help, he 
has a basis for expecting to succeed on his own 
and for going ahead without asking for help. 

(d). The more reassurance a child receives 
while performing an activity, the less is he 
apt to seek help. This factor of reassurance is 
illustrated when someone says, “You're doing 
fine,” or “You can finish it.” The hypothesis 
assumes that reassurance fosters instrumental 
independence by lessening anxiety in instances 
when the child is anticipating failure. 

(e). The more a child expects approval for 
reaching a goal unaided, the less will he tend 
to seek help. This assumes the child has the 
need for approval and that this need provides 
a positive incentive for finishing an activity 
without help if he expects approval upon com- 


leting it. X 
j The development of “frustration tolerance” 


is an aspect of acquiring instrumental inde- 
The critical factor in learning to 


ndence. 
S trations is whether the child 


cope with frus 
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actually persists until he reaches his goal. 
When a parent helps a child “over the rough 
spots” so that he continues at the task rather 
than giving up, he is helping his child learn 
to tolerate frustration. Also, if he makes the 
task easy at the outset and gradually steps 
up its difficulty as the child’s expectation of 
success increases along with increasing frus- 
tration, the chances are good that more and 
more frustration will be tolerated. Finally, if 
the desirability of the goal is increased, the 
child is more apt to persist until reaching it 
and so to develop the expectation of overcom- 
ing obstacles on future occasions. 

In analyzing how instrumental independence 
develops, the rôle of emotional dependence 
deserves special consideration. If a situation 
is one in which the child anticipates injury 
or rejection, he may require reassurance (emo- 
tional dependence) in order to face the situa- 
tion and so be enabled to develop instrumental 
independence. Also, as discussed by Stendler 
(5), the child’s need for approval may play a 
key rôle in motivating him to exhibit instru- 
mental independence rather than quitting or 
asking for help when he encounters difficulties. 


H. EMOTIONAL INDEPENDENCE 


Emotional dependence and independence are 
relative terms. No one at any age is emo- 
tionally dependent in every situation. How- 
ever, comparing children or adults of the 
same age, there are great differences in the 
types of situation, and in the proportion of 
all situations, where emotional dependence and 
independence are shown. As an individual 
grows older, the situations in which he shows 
emotional dependence and independence 
change. It is these differences which require 
explanation. 

1. DEVELOPING EMOTIONAL SELF-RELIANCE. 
A child may be called emotionally self-reliant 
(or self-confident) when he faces threats of 
injury or rejection without requiring emo- 
tional support. A lack of emotional self-reli- 
ance is shown by avoiding threat situations or 
by seeking emotional “props” which make one 
feel safer while coping with threats. These 
props may be means of reducing the actual 
threat in the situation, or “security symbols” 
such as the doll a child takes to bed with him, 
or reassurance from a trusted person. 
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In analyzing how emotional self-reliance is 
acquired, threats of injury and of rejection 
will be discussed separately. 

a. Acquiring self-confidence in physical 
threat situations. Initially, each child is fear- 
less in many situations where his parents know 
he may injure himself. When a 12-month-old 
crawls off the porch and tumbles to the ground 
he need not be showing self-confidence. He 
may simply not know any better. Eventually, 
a child will fall enough times in one situation 
or another to learn the painful consequences 
and to anticipate them whenever he is at the 
point of falling again. When he has learned 
to associate a situation with the threat of hurt- 
ing himself, the issue of emotional dependence 
or independence in that situation is relevant. 
In responding to the threats he perceives in a 
situation where he may hurt himself, a child 
shows emotional independence if he copes with 
the situation without requiring any protective 
devices or without leaning on another person 
for reassurance. X 

The question of how self-confidence 18 
learned applies in particular to situations 
where a child has been frightened or hurt 
and reacts by showing fear or avoidance, OY 
by requiring emotional support in order to 
face the situation. Methods of learning self- 
confidence may be illustrated by ways in which 
children overcome the fear of deep water. 
Assume a child who swims a little, but is 
afraid to be in water over his head. Six meth- 
ods of overcoming his fear are described below- 

(1). Sink-or-swim method. In this case, the 
child is forced to cope with the situation bY 
being tossed into the water and left to fend 
for himself. If he gets to land under his ow? 
power a few times, he may perceive himself 
as capable of coping with the situation and 
lose his fear. This is a hazardous method of 
teaching self-confidence, since the child may 
panic and have to be rescued. Or the experi- 
ence may intensify his fear of the water eve? 
though he makes it to land. ; 

(2) Distraction method. This method in- 
cludes any means by which the child tempo- 
rarily forgets or pushes aside his fear so that 
he jumps into the water and tries to swim- 
For example, if others say, “I dare you,” OY 
“coward,” the child may be distracted from 
his fear long enough to plunge in. Swimming 
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successfully under these conditions is a way 
for the child to replace his expectation of fail- 
ure and injury with the expectation of success. 

(3). Threshold method. This is the method 
of starting out a stroke or two from land and 
going a bit farther out each time as confidence 
grows in one’s ability to swim back. The 
success of this method depends on the threat 
in the situation increasing slowly enough that 
the child’s anxiety or fear does not exceed the 
level which he will tolerate. 

(4). Over-learning method. This method 
calls for practicing swimming under safe con- 
ditions to the point where one becomes so 
skillful and experienced that he becomes con- 
fident he can take care of himself in the deep 
water. 

(5). Crutch method. In this case the child 
uses water wings or a life belt which he relies 
on to keep him from sinking. With the protec- 
tion this device gives him, he practices swim- 
ming until he has sufficient confidence in his 
ability that he will venture into water without 
a crutch. 

(6). Reassurance method. In this method 
the child depends on some person whom he 
trusts to protect him. The reassurance given 
him enables him to practice swimming and to 
discover that he can take care of himself. : 

Each of the six methods described applies 
to acquiring self-confidence in the great 
Variety of physical threat situations—over- 
coming the fear of being alone in a room, the 
fear of animals, the fear of high places, the 
fear of fighting, ete. Acquiring self-confidence 
by any of these methods depends on coping 
With the feared situation successfully and on 
developing the expectation of being successful 
on one’s own. 

b. Acquiring “rejection-tolerance.” One form 
of emotional self-reliance is the capacity to 
tolerate rejection by others. Two bases for 
exhibiting rejection-tolerance are proposed. 
First, a person may be emotionally self-reliant 
following instances of being rejected if he hae 
alternative ways of satisfying his needs Tor 
affection and approval when they arise. lf 
he has usually been successful in satisfying 
these dependent needs he may expect to be 
able to satisfy them again and so will be secure 
against specific instances of being rejected. 
Second, a person while developing channels for 
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expressing his emotional dependence needs, 
learns to discriminate the people who are im- 
portant sources of gratification of these needs 
from others who are not. When this learning 
has occurred, he will be able to take rejection 
from people who “don’t matter” as long as 
those whom he counts on are not rejecting. 

2. DEVELOPING SELF-ASSERTION. Self-asser- 
tion expresses needs to master tasks or to 
dominate other people. In satisfying these 
needs the relevant goals are feelings of ade- 
quacy or superiority: “I did it,” “I’m smarter 
than you are,” “I beat him,” etc. In short, it 
is assumed that self-assertion needs are satis- 
fied by self-approval. 

a. Acquiring mastery needs and behavior. A 
basis for explaining how mastery develops is 
the child’s desire to win others’ approval. On 
this basis, three aspects of the process of 
developing this form of self-assertion may be 
distinguished, as follows: (a) acquiring needs 
for approval, (b) learning to perform tasks 
with persistence, speed, or skill in order to 
win approval, and (e) “internalizing,” i.e., 
adopting others’ standards as to the sort of 
performance required to gain approval, and 
feeling self-approval when these standards are 
satisfied. The first two aspects fall under emo- 
tional dependence and have been discussed 
earlier in this paper. It is with the third aspect 
that emotional independence enters the picture 
since the child who has internalized his ap- 
proval-seeking doesn’t require approval from 
others to motivate his performance. 

Internalization of approval may be explained 
as follows. After learning to do things which 
win others’ approval, a child anticipates ap- 
proval whenever he performs the atts which 
have been approved. It is assumed that antic- 
ipated approval is rewarding by itself, giving 
a feeling of security or pleasure. Since it is 
rewarding, it may function as a goal to rein- 
force the performance of the customarily 
approved behavior. 

The degree to which a child develops mas- 
eeds, and the activities and standards 
he uses to express those needs, 
by his individual learning ex- 
periences- A child will tend to express mastery 
needs in those activities in which he has been 
successful in getting approval. Getting ap- 
proval, of course, depends on doing things 


tery n 
of performance 
are determined 
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which his parents and others value—going to 
the toilet, keeping clean, solving puzzles, catch- 
ing a ball, reciting a rhyme, etc. Also a child 
learns to strive for the levels of accomplish- 
ment which others have set up as a basis for 
giving approval—speed, accuracy, grace, per- 
sistence, originality, etc. 

b. Acquiring dominance needs and behavior. 
Learning dominance needs and behavior may 
be accounted for on the basis of winning 
others’ approval in the same way that learning 
mastery was explained above. Once others’ 
approval has been ‘internalized, self-approval 
(from anticipated approval) serves as rein- 
forcement for dominant behavior. The great 
differences in dominative behavior among chil- 
dren of the same age may be explained as due 
in part to differences in the amount of approval 
or disapproval others have given them for 
being dominant in particular ways in various 
situations. 

A child does not have to win in order to 
satisfy dominance needs if approval has been 
given him for daring, for doing his best, or 
for making a good showing. However, other 
things being equal, the more often a child is 
defeated in tests for dominance, the less apt 
he will be to express dominative behavior. 
Since dominating others often has instru- 
mental value in obtaining goals other than 
approval (as when two children want the same 
toy), being successful in competing for such 
goals reinforces one’s tendencies toward ex- 
pressing domination, while being unsuccessful 
sets up expectations of failure and tends to 
weaken those tendencies. 


I. SUMMARY 


This paper defines certain dependence-inde- 
pendence aspects of personality and outlines 
how they may be learned. In this analysis, 
the distinction is made between instrumental 
dependence (needs for help) and emotional 
dependence (needs for reassurance, affection 
or approval). Similarly, instrumental inde- 
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pendence is distinguished from emotional inde-. 
pendence. Emotional independence is defined 
to include self-assertive needs to master tasks 
and to dominate other people. 

An important link between dependence and 
independence is offered by the need for ap- 
proval, which is not only a dependence need 
but also a basis for learning both instru- 
mental and emotional independence. 

Dependence and independence needs are dis- 
cussed as acquired or “secondary” needs. Also, 
this article discusses the acquisition of expec- 
tancies of satisfying or not satisfying these 
needs by making goal-directed responses in 
particular situations. It is assumed that such 
expectancies are associated with predisposi- 
tions to make, or not to make, particular goal- 
directed responses, dependent on the outcomes 
which are anticipated. 

In the analysis of instrumental and emo- 
tional dependence, this article stresses the 
fact that dependence needs require interaction 
with others since these needs can be satisfied 
only when others respond in certain ways: 
Since others must be motivated to satisfy one’s 
dependence needs, and since others set up 
certain requirements the dependent person 
must meet before they will gratify his needs, 
it is evident that dependence needs play a cen- 
tral réle in shaping one’s personality to meet 
social expectations. 
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30. UNDERACHIEVEMENT RELATED TO INTERESTS, ATTITUDES, AND VALUES * 


RAYMOND HUMMEL AND NORMAN SPRINTHALL 


THE PROBLEM 


Educators have long been perplexed by 
inferior academic performance on the part of 
students who otherwise evidence superior 
intellectual capacity. Research on academic 
underachievement, however, typically has been 
insignificant in its findings and inconsistent 
in its explanations (Hackett & DuBois, 1961; 
Peterson, 1963; Tiedeman & McArthur, 1956; 
Thorndike, 1963). Underachievement has been 
attributed variously to parental disinterest, 
cultural impoverishment, personality malad- 
Justment, teacher inadequacy, and just plain 
laziness, Some social scientists have made it 
fashionable to justify underachievement as à 
Symptom of adolescent alienation from absurd 
conditions in school and society (Friedenberg, 
1959; Goodman, 1956). Whatever one’s inter- 
pretation of its sources, underachievement is 
generally recognized to be a serious drain on 
Society's reservoir of talent (McClelland et al., 
1958; Miller, 1961) and on an individual’s 
chances to realize a sense of worth and fulfill- 
ment in an increasingly technological society. 


THEORETICAL CONSIDERATIONS 


The present study, part of a larger research 
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academic underachievement as a problem in 
adaptive ego functioning. As an individual 
confronts the flow of demands and opportuni- 
ties in daily living—for example, the tasks 
imposed by the school—he perceives and acts 
under the guidance of a system of psychic 
dispositions. This “guidance system,” which 
comprises the mainly conscious, the rational 
and reality-oriented aspects of personality, is 
called the ego. The concept of ego as a dynamic 
organization of perceptual and value disposi- 
tions through which an individual guides and 
governs his efforts to adapt to his environment 
has been given its most important recent treat- 
ment in Rapaport (1951), Hartman (1959), 
and Gill (1959). Some of the elements of 
theory more specific to the present study ap- 
pear in Hummel (1962). 

The ego structure, the network of personal 
dispositions within the ego, changes and de- 
velops as an individual matures and learns 
from experience. At any given moment, how- 
ever, it influences significantly the manner in 
which a person governs his needs and impulses 
and guides his instrumental behavior in re- 
sponse to the tasks and opportunities in his 
external world. It is in this sense that the 
ego can be construed as an agency, an “es- 
tablishment” through which an individual 
adapts to his environment” Some of the indi- 
eators of an adaptive ego include: a rational 
orientation to problem situations; a readiness 
to deal with a set of prescribed tasks with 
minimal delay, distraction, or supervision; a 
planful orientation toward the future; and a 
willingness to postpone enjoyable activities in 
pursuit of a distant goal. The effectiveness 
of a student’s academic performance is con- 
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strued, in this context, to be an indicator of 
the adaptive strength of his ego. 

EGO AND ACADEMIC PERFORMANCE. The re- 
lationship between academic achievement and 
ego adaptiveness is quite short of perfect. 
Many conditions other than ego capacity ob- 
viously determine an individual’s level of aca- 
demic achievement. Some courses in some high 
schools neither encourage nor merit maximal 
effort from bright students. Nor are teachers’ 
grades arrived at with pure objectivity. Some 
bright adolescents, moreover, may give prior- 
ity to enterprises outside the high school. If 
these nonacademic enterprises are socially 
constructive and personally satisfying, why 
downgrade the ego adaptiveness of adoles- 
cents so engaged? Nor is it necessarily mal- 
adaptive for some bright students to take a 
“moratorium” from intensive academic study, 
especially if they use such a period to examine 

critically the often contradictory values and 

performance standards being promoted by the 
adult world. 

Despite such exceptions, we are still per- 
suaded to the postulate that underachieve- 
ment, in the general case of the bright student, 
is a valid indicator of an immature ego. The 
essential rationale for construing academic 
achievement to be an indicator of ego function- 
ing lies in the consequences academic achieve- 
ment has on an individual’s freedom to choose 
and to exercise some control (in the future as 
well as in the present) over his life circum- 
stances. The theory focuses on the “life in 
progress” (White, 1952) of each adolescent 
in a society that is becoming increasingly tech- 
nological, corporate, and bureaucratic in its 
structure. With such social changes, access to 
socially valued and personally satisfying sta- 
tuses (in terms of occupational level, marital 
eligibility, and civic influence) has come to 
pivot more and more around educational quali- 
fications. 

Whether one views these social trends to 
be desirable or not is—from the research per- 
spective for this paper—immaterial; the 
trends exist, and they can be projected as facts 
for the future (Kimball & McClellan, 1962). 
Routes of access to valued statuses and to a 
fulfilling life, other than channels of formal 
education and training, have become increas- 
ingly scarce. Of course, an adequate theory of 
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underachievement as maladaptation ought still 
to provide for the adolescent who—out of pro- 
test or sheer individualism—would knowingly 
and responsibly choose to establish his identity 
outside the corporate mainstream. Such a 
person might have a strong, well-adapted ego. 
But considering the risks, he would have to 
be of heroic—and therefore rare—stature. 
Currently, the more likely conditions associ- 
ated with adolescent alienation—at least in 
the suburban high school—are anomy and 
apathy. 

INTERESTS, ATTITUDES AND VALUES. Efforts 
in the social sciences to employ interest, atti- 
tude, and value as discrete concepts have had 
a doubtful payoff. Super and Crites (1962) 
note that there is substantial overlap among 
these concepts and in the content of the instru- 
ments that purport to measure them. At the 
inception of the present study it was intended 
to construe these terms to represent different 
levels of psychological (ego) functioning. We 
were unable, however, despite having Kluck- 
hohn’s (1952) admirable analysis of the value 
concept as an example, to establish consistent, 
logical distinctions among the concepts of 
interest, attitude, and value;/nor were these 
terms separately useful in efforts to group and 
to examine our data. It was thus decided to 
consider them in this study to be interchange- 
able. Each scale within an instrument, re- 
gardless of the title of the instrument, was 
judged as to whether it might be an appro- 
priate measure of certain ego qualities. On the 
Guilford-Zimmerman Temperament Survey, 
for example, only the Restraint and Thought- 
fulness scales were judged to be directly rele- 
vant indicators of how the individual's eg° 
might function. The scores on the other 
scales—Friendliness, Personal Relations, Mas- 
culinity, ete—were judged to be too remote 
in their implications, 


PLAN FOR THE STUDY 


A postulate underlying the plan for the 
research is that an individual’s level of aca- 
demic achievement relative to intellectual ca- 
pacity is a function of the strength of certain 
of his psychological (ego) dispositions. In the 
strategy for this study, selected measures of 
interest, attitude, and value were employed as 
indicators of relevant ego dispositions. The 


PERSONALITY FACTORS AND SCHOOL ACHIEVEMENT 


general hypothesis then follows: If measures 
of mental ability and relevant social variables 
are held constant, a significant relation will be 
found between level of school achievement and 
certain measures of interests, attitudes, and 
values. 


INSTRUMENTS 


The measuring instruments selected were: 
The Strong Vocational Interest Blank, the 
Strodtbeck V-Scale (modified by expanding 
the original 15 items to a 20- item scale), the 
Allport-Vernon-Lindzey Study of Values 
(Levy modification), and the Guilford-Zim- 
merman Temperament Survey. 

The research population consisted of all the 
boys from the two high schools in a middle- 
class, suburban, residential community. This 
community provides strong support for public 
education; the schools are ably staffed and 
enjoy a national reputation for excellence. 
The high school curriculum has five tracks— 
three for college preparation, one for voca- 
tional training, and one for business training. 
Over 70 per cent of the students who gradu- 
ate from high school attend four-year colleges. 
_ SELECTION or SAMPLE. A sample of boys 
in the sophomore, junior, and senior classes 
was drawn from both high schools of the com- 
munity in the fall of 1960. Using the entire 
School population of about 1,500 high school 
boys, a regression equation was computed for 
each high school class.“ The combined Verbal 
and Quantitative scores of the School and Col- 
lege Abilities Test (SCAT) were used as @ 
Measure of academic ability and compared sta- 
tistically with six differently computed mea- 
Sures of grade-point average (GPA). The 
Measure of GPA finally selected was that 
Which provided the highest correlations be- 
tween ability and grades; this measure took 
Into account for each course its level of diffi- 
culty, its number of credit points, and the 
teacher’s grade. The regression equations 
Were then used to compute a predicted GPA 
for each student. The difference between the 
actual weighted GPA and the predicted aver- 
age was derived as a discrepancy score. Dis- 
crepancy scores were computed for the entire 
Population of high school boys and then dis- 
tributed on a continuum with the average score 
at zero, 
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The research sample drawn from this popu- 
lation included only boys who scored above 
the 70th percentile (national norms) on the 
SCAT test and who were currently enrolled in 
one of the college preparatory curricula. The 
final sample was divided into groups at three 
achievement levels: underachievers, par 
achievers, and superior achievers. 

The Underachievers. The underachievers 
were defined as boys with grade-point discrep- 
ancy scores (GPA) that fell one or fore 
standard deviations in the negative direction 
from the average discrepancy score of the 
population. The initial selection procedure 
provided a group of 137 possible underachiev- 
ers picked from the population roster. This 
exhausted the population of bright under- 
achievers (as defined by the criteria already 
mentioned in the two high schools.) 

As a check on the SCAT, the subjects 
tentatively selected were administered the 
Wechsler Adult Intelligence Scale (WAIS). 
(A conversion scale was developed for sub- 
jects below age 16.) Students were included in 
the sample if SCAT and WAIS scores indicated 
high average ability. Twenty-seven under- 
achievers were dropped when an inspection of 
both ability measures suggested that their 
intellectual ability was marginal for the re- 
search sample. Further screening by inter- 
view and by check of school records eliminated 
15 students for whom it was felt that low 
achievement was an aspect of more pervasive 
emotional disturbance. The elimination of 42 


cases thus reduced the number of underachiev- 


ers to 95. f 
The Par Achievers. The par achievers were 


chosen through a similar screening procedure. 
The final group was composed of 24 students 
whose actual and predicted grades were equal; 
that is, their discrepancy score was close to 


zero. 
The 

achieve: 

procedure. 


Superior Achievers. The superior 
rs were selected by the same pasic 
The final group was composed of 
28 students whose discrepancy scores were one 
more standard deviations in the positive 
from the average discrepancy score. 
achievers were thus separated 
achievers by at least two stan- 
inuum of discrep- 


or 
direction 
The superior 
from the under 
dard deviations on the cont 
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ancy scores; the par achievers were located 
between these groups. 

In summary, the procedures employed to re- 
fine the same were: (1) selection of the most 
efficient out of six tested formulas for defining 
academic grade-point average; (2) the com- 
pined use, for screening, of both group and 
individual tests of mental ability; (3) the 
elimination of subjects who manifested po- 
tentially severe emotional problems; (4) the 
selection of students from only the college 
preparatory curricula whose academic poten- 
tial was estimated to be sufficiently high to 
justify planing for college, and (5) the sepa- 
ration of the three achievement groups from 
each other by at least one standard deviation 
in discrepancy score units, thus minimizing 
overlap and the effect of errors of measure- 
ment. 

* CHARACTERISTICS OF THE RESEARCH SAM- 
PLE. The final sample consisted of 147 normal 
suburban high school boys who measured high 
in academic ability, divided into three groups: 
95 underarachievers, 24 par achievers, and 28 
superior achievers. 

There were no significant differences in 
measured mental ability among the three 
achievement groups. On the SCAT, the aver- 
age total converted score was 304 (approxi- 
mately at the 93rd percentile on national 
norms); on the WAIS, the average total IQ 
was 118 (approximately at the 88th percentile 
on Wechsler’s national norms). If the actual 
GPA’s were plotted on a conventional scale, the 
underachievers would average approximately 
C— grades; par achievers, B—; and superior 
achievers, A grades. 

The three groups were found to be similar 
with respect to a number of additional vari- 
ables; namely, socio-economic status (Ham- 
burger, 1957), age, level of educational aspira- 
tion, the extent of family dislocations (i.e., 
death or divorce of a parent), and place of 
family origin. Religious-cultural background 
was also coded into Jewish versus non-Jewish 
categories. It had been assumed on the basis 
of previous research (McClelland, 1958; 
Strodtbeck, 1958) that religious background 
would be relevant to academic achievement. 
In this sample, however, no such relationships 
were observed.” Of the 48 boys who could be 
classified as Jewish, 32 (66 per cent) were un- 
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derachievers. Of the boys who could be classi- 
fied as non-Jewish, 43 out of 64 (67 per cent) 
were underachievers. Of the boys who could 
not be classified in terms of religion, an equiv- 
alent of 57 per cent were underachievers. Simi- 
lar percentages were found for the par and 
superior achiever groups, i.e., 21 per cent of 
the Jews and 15 per cent of the non-Jews 
were superior achievers—an insignificant dif- 
ference in this population. 

The homogeneity among the groups in this 
research on the variables noted above thus 
encourages the assumption that, in this sam- 
ple, levels of academic achievement can be 
examined in relatively pure relationship to 
variables we have defined as ego digpositions. 


RESULTS 


/ 

STRONG VOCATIONAL INTEREST BLANK. ON 
the SVIB, the superior achievers scored sig- 
nificantly higher on the Social Service, Occu- 
pational Level, and Interest Maturity scales, 
while the underachievers scored higher on the 
Business Contact scale. To conserve space, 
Table I lists only the Strong Scales for which 
significant differences were found. 

The higher Social Welfare scale score sug- 
gests the closer similarity of the superior 
achievers to those of men whose occupations 
reflect a heightened social concern. The higher 
Interest Maturity score indicates that the in- 
terests of superior achievers more closely re- 
semble the interests of 25-year-old men than 
do the other groups. The higher Occupational 
Level scores indicate that superior achievers 
have interests closer than the other groups to 
the interests of men in high-level professional 
and business careers, 

The underachievers, by their higher scores 
on the Business Contact scale, display interests 
similar to those of men in real estate, life in- 
Surance and sales management—occupations 
which may reflect, more than those of the other 
scales, a practical, utilitarian orientation t° 
living. 

STRODTBECK V-SCALE. On the V-Scale, three 
factors emerged: (1) adherence to authority; 
(2) positive orientation to planning, education, 
mastery over the environment; and (3) posi- 
tive orientation to work-success. Table 2 il- 
lustrates the factor clusters and the relative 
loadings. 


| 
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TABLE 1 Strong Vocational Interest Blank: Means, standard deviations and analysis of variance ratios 


for three achievement groups. 


Achievement Groups 


Strong Groups 


UA PA SA F Ratio 
(N=95) (N=24) (N=28) (2+144ndf) 

V. Social Service 175.70 191.71 224.75 3.20* 
95.16 72.82 84.21 

VII. C.P.A. 26.36 30.12 31.67 3.89* 
9.85 8.81 9.82 

IX. Business Contact 106.81 99.37 90.64 4.88 
f 23.01 28.49 25.33 

XII. Interest Maturity 45.40 47.54 50.07 3.18* 
9.80 5.85 6.83 

XIII. Occupational Level 52.00 54.08 55.57 3.43* 
6.48 6.09 7.60 


* Indicates F significance of <.05. 
{Indicates F significance of <.01. 


Note: UA=Underachievers; PA=Par Achievers; SA= Superior Achievers. 


Only Factor II significantly differentiated 

among the three groups (using a one-way 
analysis of variance for Factor II scores, the 
F ratio was 7.63, p.<.01, ndf=2+ 144). 
+ It is noteworthy that the first factor, Ad- 
herence to Authority, did not significantly 
distinguish underachievers from superior 
achievers. This finding is directly at odds with 
Strodtbeck’s results (1958) and inconsistent 
with Perry’s research (1959). In the present 
study, underachievers all consistently disa- 
vowed the concept of arbitrary loyalty to fam- 
ily authority. The great majority of subjects 
in each of the three groups rejected the view 
that parental ties—permanently and without 
exception—are binding. 

The second factor revealed a more consis- 
tent pattern than the first. Superior achievers 
are morely likely to reject “fate” as a deter- 
mining force in their lives. Not one superior 
achiever agreed with either of the first two 
items in Table 2. The same general attitude 
was apparent in their response to the other 
items. Superior achievers hold a more hope- 
ful attitude than the other groups toward 
planning, toward the possibility of mastering 
their environment, and toward the importance 
of education and learning. 

On the third factor there was no significant 
The traditional values for hard 


separation. 
the so-called Protestant 


work and success, 


ethic, as measured here do not seem to dis- 
tinguish students in accord with level of school 
achievement. This is a quite tentative con- 
clusion, since the factor basically was derived 
from only two highly similar items. 
ALLPORT-VERNON-LINDZEY STUDY OF VALUES. 
On the Study of Values, only the Economic 
Scale differentiated significantly the three 
groups; the superior achievers obtained sig- 
nificantly lower scores on this scale than the 
par and underachievers. This finding may be 
influenced by the particular conditions in this 
research design. The students in this sample 
are all enrolled in a college preparatory cur- 
riculum with a strong emphasis on science 
and liberal arts; such courses may not be 
readily translatable into immediate practical 
outcomes. But strong economic values may be 
related to a desire for practical results, for 
early payoff to effort—an outcome which the 
liberal arts courses cannot guarantee. The 
low Economic scores of the superior achievers 
may signify their greater readiness to at- 
tack academic tasks with less concern for an 
immediate, practical payoff. The differences 
on the Economic scale-also parallel to some ex- 
tent the findings on the SVIB, especially the 
differences among the achievement groups on 
the Business Contact scale. 
GUILFORD-ZIMMERMAN TEMPERAMENT SUR- 
vey. On the G-Z, it was hypothesized that the 
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TABLE 2 Strodtbeck V-Scale: Factors, items and loadings. 
Factor Loadings 
I II II 
Items: Factor I 
3. Even if a teenager gets married, his main loyalty should 
i i : : =.82 05 21 
still belong to his mother and father 5 
4. The best kind of job to have is one where you are part of 
an organization, all working together even if you don’t get 
individual credit —.36 07 —.13 
5. When the time comes for a boy to take a job, he should stay 
near his parents, even if it means giving up a good job —.52 —.09 —.09 
7. Nothing in life is worth the sacrifice of moving away from 
your parents —.62 —.06 18 
15. A good teacher’s job is to keep his students from wandering 
from the right track —.35 —.25 07 
16. The worst thing about a lazy student is that he is letting his 5 
parents down —.43 —.08 05 
19. It helps the child in the long run if he is made to accept his 
parents’ ideas —.83 —.06 14 
Items: Factor II 
1. Planning only makes a person unhappy since your plans 
hardly ever work out 01 —.37 13 
2. When a man is born, the success he’s going to have is 
already in the cards, so he might as well accept it and not 
fight against it ai —.28 07 
8. Nowadays, with the world the way it is, the smart person 
lives for today and lets tomorrow take care of itself —.15 —.50 01 
9. Education and learning are more important in determining 
a person’s happiness than money and what it will buy —.24 42 06 
10. Parents expect too much of their children —.05 —.42 —.06 
13. All I want out of life is a steady job that pays me enough 
to buy a nice car and comfortable home 319 —.45 —.04 
Items: Factor III 
11. There’s nothing a person can’t be or do if he really wants 
to and works hard to do it = 17 22 13 
14. To benefit from his courses, a student should have a clear 
idea of what he intends to do when he gets out of high —.10 —.20 26 
school 
18. Students sometimes get rebellious ideas, but as they grow 
up they ought to get over them 01 —.10 26 
20. A person can attain anything in life if he wants it hard 
enough —.19 07 18 


Note: In general, factor loadings above plus or minus -25 can be considered significant, 


superior achievers would be the highest on 
the Restraint and Thoughtfulness scales. The 
other eight scales were thought to be unre- 
lated, in terms of ego theory, to academic 
achievement. Scales such as Friendliness, So- 
ciability, Personal Relations, Emotional Sta- 
bility, Masculinity, etc., were not thought to 


reveal dispositions that determine how an 
adolescent adapts to school tasks. The dif- 
ferentiation between groups was indeed sig- 
nificant, and only on the Restraint and 
Thoughtfulness scales. The superior achiev- 
ers scored extremely high on these scales; 
underachievers scored quite low, and par 
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achievers averaged between these extremes. 
The Restraint and Thoughtfulness scales them- 
selves possibly measure similar dispositions 
(the intercorrelation is moderately high, +.42; 
and at least 10 of the 29 items are similar). 
Both these scales include items dealing with 
the importance of planning, of thinking 
through complicated problems, of serious- 
mindedness, and of understanding reasons 
behind actions. The dimensions of planfulness 
and thoughtfulness seem to be of major sig- 
nificance in differentiating among the groups. 
The F ratios for these two scales (23.46 for 
Restraint, and 9.74 for Thoughtfulness) were 
the largest found on any relevant dimensions. 

A discriminant analysis was performed on 
the data for the SVIB, the Study of Values, 
and the G-Z. This was done to check against 
the occurrence of chance differences, a likely 
accompaniment when univariate and bivariate 
statistical tests are used with multi-dimen- 
sional batteries. The Wilks-Lambda criterion, 
the most general test of overall discriminating 
power, was derived for each instrument. The 
Lambda was significant beyond the .001 level 
for all three instruments. Thus, on an overall 
basis, each test was found to provide signifi- 
cant separation across the three achievement 


groups. 


DISCUSSION ~ 


The data suggest that the (prototypical) su- 
perior achiever—in comparison with the un- 
derachiever—is more mature, more thoughtful 
and planful in his orientation to tasks and 
problems, and more willing to postpone 1m- 
mediate gratifications to achieve distant goals. 
His interests more closely resemble those of 
older men. He is positively oriented to master 
his circumstances; he disavows more strongly 
than the underachiever the role of fate as a 
determinant in his life. The superior achiever 
does not appear to be any less well adjusted, 
at least in terms of such scales on the Guilford- 
Zimmerman Temperament Survey as Emo- 


tional Stability and Masculinity; nor does he 
ny more difficult to relate to 
other persons, as might be indicated on such 
scales as those of Sociability and Friendliness. 
The general image of the superior achiever aD 
these data is that he is an jndependent, pur- 


posive, and efficiently organized individual who 


perceive it to be a 
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is likely to deal with academic tasks—whether 
interesting or dull—as a necessary condition 
of getting on with his life. There is no evi- 
dence to support the stereotype of the superior 
achiever as a harried, neurotic conformer. 

The underachiever, obversely, is less plan- 
ful and thoughtful in his orientation to life; 
he is inclined to be fatalistic in his expectations 
concerning outcomes of personal effort. He is 
likely to put a premium on the immediate and 
practical effects to be gained from work, here 
academic work. He is less likely to relate his 
conduct to long-range consequences. 

Such qualities as self-control, personal re- 
sponsibility, and a thoughtful, planful orienta- 
tion to the tasks of living are among those 
commonly ascribed to a mature ego. It is on 
such variables that the superior academic 
achievers in this sample differ most strikingly 
from the underachievers. The data thus sup- 
port the postulate that academic performance 
is a kind of problem-solving behavior whose 
level of efficiency is, in each individual, a 
function of the structure and strength of his 
ego. 

To interpret academic performance as a 
problem in adaptation, one need not ignore 
the often alienating conditions that adoles- 
cents face in school; academic underachieve- 
ment is in itself not a sufficient indicator of 
maladaptation. In this study, however, under- 
achievement was found to be accompanied by 
a number of signs of immature ego structure. 
Academic tasks, even in the most enlightened 
schools, cannot always be immediately mean- 
ingful in themselves. To meet them adaptively, 
an individual needs to be capable of investing 
in a plan, and of risking himself to pursue it. 
He must be able not only to control his per- 
formance of assigned learning tasks with ap- 
propriate efficiency; he must also trust in 
some degree the promise of the school that a 
current investment of time and energy in 
such assignments will, in the long run, help 
him to make a better life. 
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EXPLORATIONS IN CREATIVE THINKING * 


E. PAUL TORRANCE 


There are many reasons for school guidance 
workers to consider the identification and de- 
velopment of creative thinking important. 

First, creativity is important from the 
standpoint of personality development and 
mental health. There is little question but that 
prolonged, enforced repression of the creative 
desire may lead to breakdown of the personal- 
ity. 

* Reprinted from the December, 1960, issue of 
Education. Copyright, 1960, by the Bobbs-Merril] 
Company, Inc., Indianapolis, Indiana. 


On tests of creative thinking, developed by 
the author and his associates, schizophrenics 
manifested amazingly impoverished imagina- 
tions, inflexibility and inadequacy of response, 
and similar characteristics, Their productions 
gave no evidence of the rich fantasy lives and 
wild imaginations popularly attributed tO 
schizophrenics—only a tremendously impover- 
ished and stifled creativity. 

Second, creative thinking contributes im- 
Portantly to the acquisition of information: 
Indeed, it ultimately may be demonstrated that 
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creative thinking is as important in this re- 
spect as are memory and other intellectual 
functions. 

Third, creative thinking is essential in the 
application of knowledge and in the achieve- 
ment of vocational success. In almost every 
field of human achievement, creativity is 
usually the distinguishing characteristic of the 
truly eminent. The possession of high intelli- 
gence, special talent, and high technical skill 
is not enough to produce outstanding achieve- 
ment. 

Fourth, it is tremendously important to so- 
ciety for our creative talent to be identified, 
developed, and utilized. The future of our 
civilization depends upon the quality of the 
creative imagination of our next generation. 

The author and his associates are engaged 
in a program of studies concerned with the 
identification and development of creative 
thinking from kindergarten through graduate 
school and into professional life. Thus far, 
most of our attention has been focused on 
explorations in the early school years. 

The purpose of this paper is to describe a 
few of the results from these studies, with 
their implications for school guidance. Prob- 
lems of identifying creative talent and helping 
the highly creative individual adjust to his 
peer group without sacrificing his creativity 
will receive primary consideration. 


IDENTIFYING CREATIVE TALENT 


One of the first problems of interest to the 
guidance worker is that of identifying crea- 
tive talent. Pioneering work in this field was 
done by Guilford (4), beginning in the late 
forties. He and his associates (5) identified 
the following kinds of thinking abilities in- 
volved in creative scientific thinking: sensi- 
tivity to problems, fluency of ideas, flexibility, 
originality, redefinition, ability to rearrange, 
abstracting ability, synthesis and closure, and 
coherence of organization. 

Lowenfeld (6) identified essentially the 
same abilities in art. Other approaches have 
been reported by Barron (1), Getzels and 
Jackson (3), and others. The attempt to study 
the development of creative thinking from kin- 
dergarten through graduate school, however, 
has led the author and his colleagues in a 
number of new directions. 
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First, we introduced materials calculated to 
challenge the inventiveness of children (12). 
These materials consisted primarily of toys 
(nurse kit, fire truck, and dog), which the 
children were permitted to manipulate. Sub- 
jects were asked to think of ideas for improv- 
ing each toy so that it would be “more fun 
to play with.” 

Responses provided quantifiable data for 
assessing several kinds of thinking ability 
which we believed were important in the crea- 
tive individual. For example, flexibility of 
thinking was assessed reliably by analyzing the 
responses in terms of the number of different 
approaches used in modifying the toy. These 
approaches included the following well-known 
principles (8): addition, subtraction, multipli- 
cation, division, substitution, combination, 
magnification, minification, rearrangement, 
reversal, and sensory appeal (motion, sound, 
light, odor). 

An inventive level score (1) was developed 
by adapting for our use some of the criteria 
used by the U. S. Patent Office (7) in making 
decisions about patent applications. A con- 
structiveness score was devised by taking a 
cue from a finding by Rossman (9) that non- 
inventors tend only to “cuss” the defects of 
their environment while inventors tend to say, 
“This is the way to do it.” 

A second direction in our innovations in the 
identification of creativity was stimulated by 
our definition of creativity as “the formation 
and testing of ideas and hypotheses” and by 
our desire to capitalize upon the child’s curios- 
ity. Our definition and desire gave birth to 
our “Ask-and-Guess Test” (14). 

In this test, the subject was first shown a 
picture and asked to think of all the questions 
he would like to ask in order to understand 
what is happening in the picture. We asked 
subjects to pose only questions which could 
not be answered merely by looking at the 
picture. Next, we asked him to make as many 
guesses (formulate hypotheses) as he could 
about what caused the depicted event, Finally, 
we asked him to make guesses about all of the 
possible consequences of the action depicted. 

Subjects of all ages found these materials 
interesting, and we established relatively 
simple principles for evaluating the quality 
of the responses. Scores also produced an 
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extremely interesting set of growth curves. 
For example, we found that ability to formu- 
late hypotheses concerning causation appears 
to develop slowly and gradually from first 
grade through the college years. In addition, 
we found that ability to formulate hypotheses 
concerning consequences develops much more 
rapidly in the early school years and is subject 
to a considerable amount of waxing and wan- 
ing throughout this range. 

The limits of this article do not permit a 
description and discussion of the other types 
of material developed to elicit creative idea- 
tion. 


INTELLIGENCE AND CREATIVITY 


Although the developmental patterns con- 
cerning the differentiation of intelligence and 
creativity are not yet clear, several consistent 
trends have emerged. The relationships be- 
tween measures of intelligence and measures 
of creativity differ slightly from grade to 
grade and between the sexes. Most of the 
coefficients of correlation are relativély low 
(around .30), but are higher among girls than 
among boys. Within the ranges of IQ (132 
to 186, as measured by Stanford-Binet) in 
a class of gifted youngsters, we found a co- 
efficient of correlation of .03 between intelli- 
gence and a measure of creativity. 

Following the pattern reported by Getzels 
and Jackson (3), in their study of high-school 
students, highly creative and highly intelli- 
gent groups were identified at each grade level 
from first through sixth grades. Members of 
the highly creative group ranked in the upper 
20 per cent in their classes on measures of 
creativity, but not on traditional measures of 
intelligence. Members of the highly intelligent 
group ranked in the upper 20 per cent on mea- 
sures of intelligence, but not on measures of 
creativity. Those in a third group ranked high 
on both measures. 

Regardless of the measure of intelligence 
used (Stanford-Binet, Wechsler Intelligence 
Seale for Children, California Test of Mental 
Maturity, or Otis Quick-Scoring), about 70 
per cent of the top 20 per cent on measures of 
creativity would have been excluded from 
gifted groups which were selected on the basis 
of intelligence only. . 

One of the most consistent findings, when 
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the highly creative were compared with the 
highly intelligent, was that the latter were 
better known by their teachers and were con- 
sidered as more desirable pupils than were the 
former. Even those pupils who were highly 
creative and highly intelligent were considered 
less desirable than the highly intelligent pupils 
who had lesser creative abilities. Students 
who were both highly creative and highly in- 
telligent, in general, were considered by their 
teachers as more unruly, more dominant, more 
independent, more studious, and harder work- 
ing than the students in other groups. 

On the basis of peer nominations, those chil- 
dren who ranked highly on both measures were 
the “stars.” They received the most nomina- 
tions on talkativeness, good ideas, ideas for 
being naughty, and silly or wild ideas. Those 
who ranked high on intelligence, but lower 
on creativity, tended to have the most friends, 
while those who ranked high on creativity, but 
not on intelligence, tended to have the fewest 
friends. 

On a measure of psychological accessibility, 
derived from the House-Tree-Person Test (2) 
those who rated high on creativity, but lower 
on intelligence, tended to be least accessible 
psychologically. This tendency should be of 
special importance to guidance workers, 10- 
asmuch as these youngsters have apparently 
estranged their teachers, as indicated by the 


author’s studies and those of Getzels a” 
Jackson (3). 


PEER SANCTIONS AND CREATIVITY 


It will be no news to guidance workers that 
peer groups exercise rather severe sanctions 
against their most creative members. In no 
group thus far studied has the author failed to 
find relatively clear evidence of the operation 
of these pressures. Both sociometrie studies 
and small-group experiments have been use 
thus far. Both types of study have yielded 
many clues for helping youngsters avoid some 
of the severity of peer sanctions without sacri- 
ficing their creativity. Inasmuch as the results 
of the experimental study were simpler 2” 
more straightforward than the others, only 
this one study will be described here. 

In this study (11), we formed groups of 
five children. In each, we placed one of the 
most creative children in the class, as ident! 
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fied by tests administered earlier. We then 
placed each group in a situation requiring 
creative thinking and involving competition 
among groups. 

This situation permitted the group to ex- 
periment for twenty-five minutes, trying to 
discover all of the things which could be done 
with a box of science toys and to discover the 
principles whereby they worked. After a pe- 
riod of five minutes, used for planning, demon- 
strations, and explanations, each group was 
given twenty-five minutes in which to present 
their demonstrations. The focus of observa- 
tion was upon the techniques used by the 
groups to control the most creative member 
and the strategies of the most creative mem- 
ber in coping with these pressures. Much of 
the behavior observed suggested that the 
highly creative individual was, in many cases, 
responsible for his own woes. 

At the second-grade level, the most highly 
creative individuals were generally unpleasant, 
showing little consideration for the group; 
little or no goal orientation; little or no identi- 
fication with the group; and little or no heed 
to the leadership attempts of their less crea- 
tive peers. 

In the third grade, the most creative sub- 
jects tended to work independently—and were 
ignored for the most part. This tendency per- 
sisted into the fourth grade, where the most 
creative members assumed little responsibility 
for leadership. Moreover, in the final ratings, 
these individuals were given little credit for 
important contributions which they actually 
made to the success of the group. 

The highly creative subjects in the fifth 
grade manifested more leadership and were 
more dominant than those in the fourth grade, 
but they left themselves open to criticism and 
attack for “being too scientific” and for “being 
too greedy.” These tendencies became more 
pronounced in the sixth-grade groups. 

An examination of almost any of the many 
lists of personality characteristics of highly 
creative individuals suggests a number of 
valid answers to the question, “Why do highly 
creative individuals alienate their peers and 
elders?” Many of the highly creative indi- 
viduals are disturbing elements in classroom 
groups in elementary schools. The problem of 
teachers and guidance workers resolves itself 
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into one of helping highly creative individuals 
maintain those characteristics which seem 
essential to the development of creative talent 
and, at the same time, helping them acquire 
skills for avoiding, or reducing to a tolerable 
level, the peer sanctions. 

Stein (10) has offered a set of interesting 
suggestions concerning the social role of the 
creative industrial researcher. If we apply 
Stein’s principles to teachers and guidance 
workers, the objective in helping creative 
youngsters would run something like this: 
Help the highly creative child to maintain his 
assertiveness without being hostile and ag- 
gressive. 


SUMMARY 


The identification and development of crea- 
tive thinking should be of concern to guidance 
workers. It is important from the standpoint 
of personality development and mental health, 
acquisition of information, vocational success, 
and social welfare. 

A variety of materials have been devised 
and tested for identifying creative thinking 
at all educational levels. New developments 
have been in the direction of manipulative 
materials which yield measures of inventive- 
ness, materials which permit exploration 
through questioning and formulating hypoth- 
eses concerning the causes and consequences 
of behavior. 

Both measures of intelligence and creativity 
appear to be essential in identifying gifted- 
ness. Children who rate highly on measures 
of creativity appear to become alienated from 
their peers and teachers and tend to manifest 
behaviors which call forth sanctions by their 
peers. One of the problems of the guidance 
worker is to help the highly creative child 
cultivate those personality characteristics 
which apparently are essential to his creativity 
and to help him avoid or reduce the sanctions 
of his peers without sacrificing his creativity. 
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Chapter VI 
MEASUREMENT AND INTELLIGENCE 


Students of educational psychology, indeed students in any of the social 
sciences, are often dismayed when first encountering the literature in the 
field of measurement. The rigors of complex statistical procedure, the vast 
and mysterious body of measurement jargon are both awe inspiring and 
intimidating to the uninitiated. Social scientists seem to make a fetish 
over the concept of measurement. Perhaps in no other area has the flow of 
words regarding measurement theory been so enormous. Educational psy- 
chologists, whose discipline is certainly at this point in time one of the 
more inexact sciences, spend countless hours debating and fretting over 
details of measurement which often seem trivial to the casual observer. 
“Never mind about the standard error of estimate or the amount of vari- 
ance accounted for, tell me my son’s IQ score,” is the oft-heard anguished 
plea of many a harried parent. But is all this concern simply a case of 
sound and fury? The answer is, of course, “no.” The seemingly endless 
statistical lexicon, the forbidding jargon of the trade, is due to an attempt 
to be precise in the communication of meaning. This is especially important 
in the social sciences where the concepts being measured are not always 


as precise or exact as they are in physics or chemistry. 


Basically, measurement is the assigning of numbers to concepts. Taking 
an IQ test, stepping on a scale, placing a tape measure around one’s waist, 
all are examples of measurement. So too are counting the number of times 
a student is absent, or noting the order of finish of the horses at the Ken- 
tucky Derby. In each case a number has been assigned to a “thing” or 
concept, such as intelligence, weight, clothing-size, or the speed of a horse. 
People are even measured in such complex areas as “scientific aptitude” 
or “need for affiliation”, and yet the basic measurement theory is the same 
as it is for something as materialistic as being fitted for a new pair of 
golf shoes. In education, of course, the purpose of measurement is to pro- 
vide the teacher with information about the abilities and characteristics 


of the students. 


The way in which the numbers are assigned to concepts or events deter- 
mines the scale of measurement being used. In measurement theory there 
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are four basic scales, nominal, ordinal, interval and ratio. Any scale other 
than these four are variations on these basic themes. 

Nominal Scales. Nominal scaling, or simply using numbers to label cate- 
gories, is the lowest order of measurement. It is the assigning of events 
into various categories and then counting the frequency of occurrence 
within those categories. For example, we may simply categorize a group 
of students on the basis of whether or not they exhibit overt aggressive 
responses during recess and then note the frequencies or numbers of stu- 
dents falling in each of these categories. The farmer sorting strawberries 
is creating a nominal scale, as is the market researcher finding out which 
wash-day product is the most popular among housewives in Chester, New 
Jersey. In nominal scaling, therefore, we discover how many events have 
X or Y or Z in common. 

Ordinal Scales. Often it is not enough to know simply that X or Y is 
present, but as inquiring scientists we wish to find out how much X or 
how much Y., The next scale of measurement, the ordinal scale, attempts 
this by going within a certain category and rank ordering the events. For 
example, if it were discovered that wash-day product X is the most popular 
among those housewives of Chester, New Jersey, we could then examine 
that category alone, and rank the women according to how much “brand X” 
they used. In the classroom, we might rank order the students according 
to scores on an achievement test, or height, or number of sociometric votes 
they received. The important point to remember about ordinal data is that 


although it does provide information regarding greater or less than, it does 


not specify how much greater or how much less. That is, if on some variable 
you find student A ranked number one and student B ranked number two, 
you do not know whether student A is just barely better than B, or whether 
he is far out in front. 

Interval Scales. A still further refinement occurs when our data is in 
the form of an interval scale. Here we begin to get information on not 
just greater or less, but how much greater or less. Theoretically, the dis- 
tances between the points on an interval scale are equal. A rigorously 
standardized IQ test yields interval data, so that we know that someone 
with a score of 130 is the same amount higher than a score of 125, as a 
score of 95 would be over a score of 90. The distance between interval 
scores has meaning, and because of this, inferences made from interval 
data can be broader and more meaningful than inferences made from 
ordinal or nominal data. The more information contained in the score, the 


be that are based on the score. 


Ratio scales, the most refined of the se 


ales of measurement, not only have 
equal intervals between the points of t 


he scales, but also have an absolute 


zero. Since we do not know what absolutely zero IQ is, we cannot imply 
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that an IQ of 100 is twice that of an IQ of 50. True ratio scales allow 
for direct comparisons of that nature, but it is important to realize that 
none of our measurements in education or psychology pack that much pre- 
cision. It is therefore incorrect for a teacher, using one of his own tests 
or even using a well-known, standardized achievement test, to say that 
Student A did twice as well as Student B. 

Regardless of the scale employed, any measurement, to be useful, must 
satisfy two basic criteria: reliability and validity. Since entire books could 
be written about these two concepts, we will restrict ourselves only to a 
brief summary of each. 

1. Reliability. Whenever we measure anything, whether that be as 
physical as laying a tape measure next to a piece of wood or as possibly 
vague as taking a certain aptitude test, there is always the possibility of 
chance errors occurring. With the tape measure, perhaps you do not lay 
it perfectly straight; or the pencil used to mark the wood has a point which 
is too thick, or any of a number of reasons prevents you from getting an 
error-free measurement. Of course when dealing with psychological or 
educational measurements, the possibility of random or chance errors in- 
ereases tremendously. The less error contained in a measurement the more 
reliable it will be, and this very lack of error will result in a high degree 
of consistency. Reliability, then, results in consistency over repeated mea- 
surements. A reliable IQ test, for example, will yield roughly the same 
score if taken today and then say a month later, assuming of course that 
nothing dramatic has occurred which might change the thing being measured. 

In constructing one’s own test, the prospective teacher should keep in 
mind that, other things being fairly equal, the more items included in the 
test the higher the reliability of the test will be. Error is reduced by simply 
selecting a larger sample of items from the general population of items 
being covered. 

2. Validity. Validity indicates the degree to which the test measures 
what it purports to measure. If a score is supposed to represent scholastic 
aptitude, for example, then that is what it should be measuring, not height 
or weight. The Scholastic Aptitude Test is supposed to measure just that, 
one’s aptitude for college work, not, as is thought by some school adminis- 
trators, the quality of the secondary school’s educational curriculum or the 
effectiveness of the teachers. If that were what the Scholastic Aptitude 
Test constructors had in mind, they would have designed a different test. 

The importance of validity cannot be stressed too much. It is absolutely 
crucial. A teacher should rightfully expect that a test of musical aptitude 
is in fact measuring musical aptitude and not IQ or knowledge of the his- 
torical facts of Beethoven’s life. The teacher should also remember this 
when constructing his or her own classroom examinations. This is especially 
important in essay examinations, for if the teacher is truly interested in 
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assessing the student’s ability in History or Social Studies then the student 
should not be penalized for a lack of neatness or poor penmanship. 

Statistically, the techniques used for computing coefficients of reliability 
or validity involve the use of correlation. Typically the Chi Square test, or 
some variation of it, is used with nominal data, the Spearman Rank Order 
correlation with ordinal data, and the Pearson Product-Moment correlation 
with interval data. The reasons for and precise nature of these statistical 
tests and techniques of data gathering are beyond the scope of this book. 
A basic understanding of this area, however, can usually be gained by 
taking a one-semester course in elementary statistics: or the reader may 
prefer the do-it-yourself method made possible by the use of a programmed 
text—for example, Understanding Statistical Concepts by Bradley and 
McClelland. 

In educational psychology, measurement techniques have been most care- 
fully and probably most successfully pursued in the area of intelligence 
testing. Since the pioneering work of Sir Francis Galton, the father of 
mental testing (late 19th century), literally thousands of intelligence tests 
have been constructed and used both in and outside the classroom. And 
since its inception the whole area has been embroiled in the controversy 
over whether intelligence is mostly a product of inheritance or environ- 
ment, the so-called nature-nurture argument. It was even because of his 
interest in this age-old Philosophical debate that | 
kind of primitive IQ test, Although Galton’s studie: 
intelligence was basically an inherited trait, he di 
array of differences in intelligence. He produced 
motor tests, such as reaction time and auditory r: 
through these measurements of an individual’s 
indication of one’s genetically endow 

The next landmark in the history 
Binet and Henry Simon introduce 
sort we know today. Binet and Si 
which allowed for measurements 


ed Galton to develop a 
s led him to believe that 
d take note of the wide 
a series of simple sensory- 
ange, and he believed that 


perceptual equipment some 
ed intellect could be determined. 


in 1960, traces its origin back to this earl 


y Binet-Simon test, 
Current also are the Wechsler 


to be computed, for the skilled ps: 

ables with the Wechsler tests. 
Both the Stanford-Binet and the Wechsler are individual intelligence tests. 

That is, they are administered by a psychological i 

at a time. This makes testing large groups extr 


emely time consuming, and 
therefore expensive. 
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During the first World War it became important to test large groups 
of men quickly, and a new approach to testing was devised. The so-called 
paper and pencil tests were introduced, beginning with the Army Alpha 
test of 1917. Tests of this nature, which virtually every American has 
taken at one time or another, can be administered to large groups of subjects 
at one sitting, the subject reading the multiple-choice item and then check- 
ing what he considers to be the correct alternative. Today there are hun- 
dreds of IQ tests of this type, such as the California Mental Maturity, the 
Iowa, or the Lorge-Thorndike. 

But what about the concept purportedly being measured by all these 
tests? What, in fact, is “intelligence?” The definitions vary widely—from 
Wechsler’s “global capacity of the individual to act purposefully, to think 
rationally, and to deal effectively with his environment” to E. G. Boring’s 
positivistic statement that intelligence is simply that which an intelligence 
test measures. Perhaps most theorists would agree, however, that intelli- 
gence is the capacity or ability to learn quickly and generally retain what 
has been learned. This definition has the advantage of conforming to the 
intelligence tests themselves, because all tests measure, to a large extent, 
speed of acquisition, and to an even larger extent the ability to remember 
what has been acquired. 

The question of heredity versus environment as the key factor in deter- 
mining intelligence has finally, it seems, been put to rest. After years of 
futile argument over the relative percentage of nature or nurture in the 
intelligence equation, psychologists are today in basic agreement that in- 
telligence is a function of both heredity and environment as an interaction. 
The question now is just how do heredity and environment interact, blend, 
merge to form the individual’s intelligence. Heredity certainly sets the 
outer limits as to what environment can accomplish, but the key question 
now is concerned with the interaction process itself. 

The renewed interest in the importance of early experience is aiding in 
the answer to this question. The concepts of imprinting and critical periods, 
ork of Hebb, Bloom, Scott, Harlow, J. McV. Hunt, and others, all 


and the w 
de that environmental stimulation during the child’s first 


lead us to conclu 
four or five years of life is absolutely crucial in determining adult mental 


ability. It is also becoming increasingly apparent that failure to provide 
stimulation during those early critical years leads to permanent intellectual 
impairment. The adult simply cannot make up for lost time during child- 
hood. Bloom, for example, has pointed out that by age six, when a child 
usually starts school, roughly 67 percent of his intelligence has already been 
formed. This emphasizes once again the importance of experience prior to 
the age of formal schooling, and also that the school itself can still have 


an impact during the “finishing stages” of intelligence formation. 
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AN OVERVIEW OF THE READINGS FOR THIS CHAPTER 

Angoff and Anderson, in the first article (Selection 32), present the 
case for the standardization of tests. Only tests that have been carefully 
standardized, they feel, allow for the objective, unbiased evaluation of the 
large masses of individuals who are competing for educational awards and/or 
better self-understanding. 

In the past, standardized tests have been criticized on the basis that they 
are so universal they don’t fit the needs of the local curriculum. The ques- 
tions asked on the standardized test may not be the kinds of questions pursued 
in the local English class. But, perhaps we can make a fetish out of such 
an idiosyncratic and provincial approach. Perhaps it is important for us to 

*be able to compare our students with those in other parts of the country, 
and further, as Angoff and Anderson point out, local norms can and should 
be assembled for the standardized test. 

Angoff and Anderson see the standardized test as being consistent with 
the notion of individual differences, and it is precisely these differences 
that the tests are designed to better understand. With standardized tests, 
our understanding will be grounded in the objectivity of scientific inquiry, 
not the vagaries of wishful thinking. 

How are tests standardized? The article outlines the procedures, and 
although these techniques are presented with regard to the national tests 
of major publishers, the reader will find many of the points relevant to the 
construction of the teacher-made test as well; 
formity are noble goals for any test. 


In the second article (Selection 33), George D. Stoddard presents an 
extremely lucid account of that murky concept, intelligence. Basically, 
Stoddard argues that “intelligence is as intelligence does,” that the mean- 
ing of intelligence is a function of the observed behavior, 
Stoddard’s definition, perhaps we should stop using intelligence 
and instead use it as an adverb. An individual i 
intelligently. 

Stoddard concedes that intelligence is indeed based on the brain, but as 
we have seen in Chapter III, even the brain itself can be influenced, both 
as to chemistry and structure, by environmental stimulation. Further, since 
men think in man-made symbols, intelligence must still be measured through 
man’s ability to deal effectively with symbols, despite our recent knowledge 
regarding actual changes in the nervous system. 


after all, objectivity and uni- 


To satisfy 
as a noun, 
s intelligent when he acts 


environment, for “with or without formal schooling, the first six years 
are the most important—logically because all of life follows, and psycho- 
logically because this is a period of rapid mental growth.” 
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The next selection (34), by Benjamin S. Bloom, surveys some of the 
major studies in the area of intelligence and brings order to many of the 
seemingly conflicting results. Citing the studies of Newman, Freeman and 
Holzinger (1937), Burt (1958), and Husen (1959), Bloom finds that all 
tell about the same story—the more environments differ, the more differ- 
ences there are in intelligence. For example, identical twins raised together 
have more similarity in intelligence than when they are raised apart, and 
this finding is also true for non-identical twins and siblings. Favorable, or 
hat Bloom calls abundant, environments allow for significantly higher 
scores than do impoverished environments. This is true despite 


w. 
intelligence 
what proportion of the variance one assigns to the role of heredity. 

at intelligence is a developmental characteristic, and is 


n nature. Lack of environmental stimulation can hinder 


Bloom argues th: 
basically sequential i 
the development of intelligence at a given age, and this loss of precious 
time can be extremely harmful. A failure to learn during a given time 
annot be fully compensated for by even unusually excellent learn- 


period c 
eriod. The reader will find this reminiscent of 


ing conditions in a later p 
J. P. Scott’s position on critical periods presented in Chapter I. It’ may 


well be that there are critical periods in the development of intelligence, 
and Bloom would contend that these critical periods occur early in life. 
vely accelerated growth curve for intelligence 


Hypothesizing a negati 
ain becomes less and less the older 


(that is, that the opportunity for IQ g 
the child becomes), Bloom points to the great importance of the abundant 


environment at an early age. This was especially borne out in a study by 
Lee (1951). Tracing the effect of environmental change on negro children 
who moved from the South up to Philadelphia, Lee found that IQ increases 
unced the younger the child was at the time of the move. 


were more prono 
as a decreasing effect of an improved environ- 


With increasing age, there w 
ment on intellectual development. 


Using this hypothesis as a premise, 
IQ change to be expected by a shift to a more stimulating environment. 


Whereas an improved environment during the first four years of life can add 
an average of 2.50 TQ points per year, improving the environment between 
ay add an average of only .40 IQ points per year. Al- 
evidence doesn’t substantiate Bloom’s predictions to 
the correlation between the observed change and 
sounding +.95. If Bloom has erred, 


Bloom actually predicts the amount of 


the ages of 8 and 17 m: 
though the empirical 


the very last decimal point, 
Bloom’s predictions of change is a re: 
it’s on the side of conservatism, since in many studies the actual results 
show Bloom’s predictions to underestimate the amount of change. 


Of all the misconceptions abounding in the field of psychology and edu- 


cation, perhaps few are as flagrant or as widespread as those in the area 
of intelligence testing. In the next paper (Selection 35), Warren R. Good 
explores these fallacies and finds that many of the myths are unfortunately 
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supported and even promulgated, not only by the lay public, but by the 
professional teachers who are using the tests. 

Good criticizes the traditional practice, based on the 1937 Stanford- 
Binet norms, of interpreting IQs as though they were fixed values. For 
example, the notion that an IQ of 70 places a child in the lowest one percent 
of the population, or that an IQ of 130 places him in the top one percent, 
is a fallacy. Since every IQ test (whether it be the Stanford-Binet, the 
Wechsler, or any of the various group tests) is independently standardized, 
they all have rather different standard deviations. This means that an 
IQ score of 120, for example, does not always mean the same thing—for 
whereas an IQ of 120 on one test may place the individual at the 85th 
percentile, the same IQ on another test may place an individual at the 
70th percentile. As Good points out, a child “might have an IQ of 80 on 
one test and be judged a bit subnormal, and have an IQ of 48 on another 
and be classified as an Imbecile.” 

The author's solution is to do away with the term IQ completely, and 


convert all intelligence scores into Z scores. This would force intelligence 


scores to be computed on the basis of the mean and the standard deviation 
for each separate test, and end the statistical confusion surrounding the 
IQ score. 

Good is also extremely critical of the “nonverbal” IQ test, maintaining 
that if an individual has not been alert enough to have developed some basic 
language skills he probably is not equipped with much intellectual ability. 
Unless the individual is physically handicapped, the nonverbal IQ test is of 
little use, according to the author. 

Basically the same argument is used against the so-called culture-free 
tests, for again Good contends that despite environmentally differing back- 
grounds, there is a core of culture which is common to virtu 


American child. To simply exclude the common culture in order 
pseudo fairness, Good feels, “i 


mental ability.” 
Finally, the author points out th 


ally every 
to achieve 
s to throw out our most useful indicators of 


at many of our children are over-tested. 
Not only is the IQ score misinterpreted, 


giving the tests far too often. 

The reader should note that in this discussion G 
as a capacity, whereas in the Stoddard article intelligence was defined as a 
contemporary ability. This is one of the issues that still divides theorists 


in this area, but whether seen as a capacity or an ability all agree that 
intelligence is inferred from behavior. 
One problem faced sooner or later by every 


but the felony is compounded by 


ood defines intelligence 


teacher is whether or not to 
tell the parents the results of their children’s IQ tests, James H. Ricks, Jr., 


in the concluding paper (Selection 36) offers Some very practical sugges- 
tions to the teacher faced with this dilemma. Ricks states that not only do 


the parents have the right to know whatever the school knows about their 
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children, but the school has the obligation to communicate understandable 
and usable knowledge to the parent. The communication of the IQ score 
itself may not really be conveying useful information; it may, in fact, 
really be transmitting false impressions. Parents are often too quick to 
seize upon an IQ score as being some kind of fixed, immutable characteristic. 
The communication of the actual IQ score all too often leads to final conclu- 
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sions, an 
grade-placement scores, 


d Ricks therefore contends that it should not be reported. Though 
achievement scores, and even precise percentiles 


lead to less confusion of interpretation than does the IQ score, perhaps the 
safest course is not to use any numbers at all. Ricks then presents his ë 


formula for reporting test results: “You score like people who. . 


a” TO 


complete this sentence the author provides a series of examples, all designed 


to convey real information and not 


just the illusion of information. 


When we think of all the exacting technicalities regarding test scores and 


measurement theory, 
error of measurement, etc., it is no 


munication to the paren 
reach 
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when we consider the problems of reliability, validity, 
wonder that Ricks warns that the com- 
ts of the exact scores is often like attempting to 


“py watchers with an AM radio broadcast.” 


NDARDIZATION OF EDUCATIONAL AND PSYCHOLOGICAL TESTS * 


WILLIAM H. ANGOFF AND SCARVIA V. ANDERSON 


The development and application of stan- 
dardized tests probably represent one of the 
major contributions to educational progress of 
the last fifty years. But its success has not 
come without criticism; indeed, some of the 
suceess would not have been possible without 
criticism which has spurred 
test makers into improving their procedures 
and seeking new methods of assessing soman 
mental processes. Some of the least construc- 
tive of the criticisms have stemmed from a 
fundamental view that testing is motivated 
by a mechanistic philosophy by which all men 
are cast into one mold, without regard for 


the constructive 


* From Angoff, Wiliam R., and A na] 
Scarvia B., “The Standardization of ee o 
and Psychological Tests,” Ina 
Education, February 1963, pp- 19-29- 


their essential individuality. The test makers, 
on the other hand, take the view that not only 
do they not disregard the essential differences 
among individuals, but also that these differ- 
ences are precisely what they seek to under- 
stand. They also maintain that the pursuit 
of this understanding is best accomplished by 
adopting the methods of scientific inquiry by 
which they imply that all aspects of measure- 
ment be held constant and uniform, except 
for the individual’s own performance. Only 
then can the variability in performance from 
one person to another be taken as evidence of 
the abilities of the individuals and of nothing 
else. 

The test makers will also take the position 
that because it provides uniform methods and 
uniform standards for everyone standardized 
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testing necessarily yields fair and equitable 
assesments of performance for everyone. Thus 
the process of standardization permeates all 
aspects of a test; the construction, administra- 
tion, scoring, reporting, and evaluation of test 
results. 


TEST CONSTRUCTION 


Ordinarily a standardized test poses the 
same questions for all students. The test 
maker attempts to write questions that will 
be regarded in the same way by all students 
who take the test. He pretests his questions 
in an effort to weed out ambiguities that result 
in different meanings to different people. (Pre- 
tests are conducted for other reasons as well: 
to insure the proper degree of difficulty for 
the test and the highest degree of reliability.) 
In most cases he writes a variety of test ques- 
tions in order to sample as widely as possible 
the distribution of knowledge covered ina 
particular test. In this way he avoids giving 
special advantage to a student for whom the 
test is heavily weighted with questions in 
which he happens to have special competence 
or for which he did special intensive prepara- 
tion in an attempt to “beat the test.” In order 
to achieve a test which gives uniform oppor- 
tunity to all students, a test maker asks not 
one or three or five questions but fifty or a 
hundred, because only with large numbers of 
questions can he be confident of ach 
adequate sampling of knowledge. 
writes questions which will 
what he intends to test, say knowledge and 
understanding of the events 
World War II—not “test wiseness,” not gen- 
eral intelligence, not handwriting ability, nor 
neatness, nor English composition. This is 
not to say, of course, that some of these other 
characteristics are unimportant; but fair 
assessment demands that they must be mea- 
sured separately, 


ieving an 
He also 


ADMINISTRATION AND SCORING 


The test maker also prescribes that the test 
be administered under uniform conditions— 
the same directions for all, the same presen- 
tation of questions, the same time limits, and 
insofar as possible the same favorable en- 
vironmental conditions: proper light, ventila- 
tion, and temperature; convenient working 
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space; general quiet, with freedom from 
extraneous disturbances. , 

Uniformity is also achieved in the scoring 
process. By restricting the nature of the stu- 
dent’s responses and by removing from the 
task any opportunity the student may selze 
upon to bias the grading of his paper, the 
test maker insures virtually perfect scoring 
reliability. On a subjectively scored test the 
teacher's ratings can be influenced by such 
diverse factors as neatness and legibility, good 
or poor prose, his own fatigue or boredom with 
the scoring task, his general feeling of well- 
being, and, not of least importance, his prio” 
biases toward the student. The standardized 
test, on the other hand, is scored only for the 
student’s performance on the questions that 
are asked him. Again this is not to say that 
such factors as prose style or legibility © 
handwriting should not be tested. But if they 
are considered important enough to be tested, 
they should be tested independently. They 
should not appear as unreliable riders r 
another purpose to be considered as part 0t 
the score or not, depending on the particula! 
mood and predilections of the person who 
happens to be scoring the paper at the umy 
As in the administration of the tests, what a 
Sought here is a fair and equitable score, ug” 
contaminated by factors that can only be co” 
sidered as irrelevant or biasing in terms ° 
the stated purpose of the test. ot 

Of course all standardized tests are N s 
“multiple-choice” tests. There are numerous 
instances in which a student is asked an en 
ended” question, as in the Stanford-Binet, j- i 
Wechsler-Bellevue, and the Interlinear sana 
of the College Board English Composition Test. 
In such cases the rules for scoring are e 
upon in advance by a group of experts and rag 
down to be followed rigidly in the “eo 
Process. Thus, even with tests that call ji 
some subjectivity in scoring, attempts ae 
made in the standardized test to reduce to 5 
minimum the influence of extraneous tae 
and to set uniform standards to be applied 
all examinees without bias. 


SCALING 
s e- 
Standardization is also achieved in the d 


i 
velopment of an appropriate score scale Ta 
tem. Very frequently tests are constructed 
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more than one form—to discourage students 
from memorizing the questions either for their 
own benefit on retest or to help other students 
achieve higher scores, to avoid the effects of 
practice in studies of educational change, and 
to allow a second measurement when the 
validity of the first is open to question. Even 
when the various forms are constructed ac- 
cording to common specifications and precau- 
tions are taken to adopt an item-sampling 
scheme that will yield a similar “mix” of items 
in all forms, there are almost certain to be 
small differences between forms. Occasionally 
the differences are large, not only with respect 
to the range of talent for which they are 
appropriate. In such cases it would be grossly 
unfair to compare the raw score earned by 
one student who is given an easier form with 
the raw score earned by another student who 
is given a more difficult form. Therefore, in 
order to correct the differences between forms 
and to provide scores that are independent of 
the particular form that happened to be ad- 
ministered in any instance, scores on the vari- 
ous forms of a test are equated—or “cali- 
brated”—and converted to a common report- 
ing scale. (In order to avoid confusion this 
scale is made independent and different from 
the raw-score system for any single form.) 
Then, within the limitations imposed by the 
reliability of the equating method one can 
be confident that a student’s score Was oe 
affected by the difficulty of the particular form 
he took. Teachers, admissions officers, and 
counselors are relieved of the obligation of 
taking into consideration the difficulty charac 
teristic of each test form. 3 
There are other advantages to emat T 
the reporting scale is maintained a S 
without change over a period of time sible 
which new forms are introduced, it is pas a 
to trace the quality of successive pronon S 
examinees, to make studies of ma P dif- 
compare individuals and groups teste ad 
ferent times, in different places, and for 
ent purposes. 7 s 
The eT by which a scale is are 
and the methods by which it is main some 
the face of multiple forms constitute a ae 
Frequently 
field of study by themselves iduals (“repre- 
representative group of ss tion for which 
sentative” in terms of the populati 
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the test is designed) is tested to become the 
“standard group” on whom the scale is based. 
In later uses of the test the “standard group,” 
whose average performance provides the focal 
point of the scale, is used as the basic reference 
or normative group for the purposes of evalu- 
ating individual scores. This procedure ex- 
presses the view that the “standard group” 
gives normative meaning to the scale. Multi- 
ple forms of the test that are introduced at 
later times are equated, by procedures to be 
described below, to the scale defined by the 
original group, a process which allows scores 
on all of the forms to be reported in terms 
of this single standard scale. 

There are other approaches to the problem 
of scale definition. One of these is based on 
the philosophy that because of changes in the 
population it is not always possible to give 
the scale lasting normative meaning. More- 
over, even in those instances when the charac- 
teristics of the group may be expected to re- 
main fairly constant, there is some question 
whether the scale should have any normative 
meaning or whether it should be a purely 
arbitrary scale of measurement, like the 
commonly used scales of inches, pounds, and 
Fahrenheit. The proponents of this view main- 
tain that a measurement should be just a mea- 
surement and no more; that the evaluation 
of that measurement, as of the measurement 
of physical objects, should come from other 
sources: from continued experiences and in- 
creased familiarity with the scale and from 
comparison with the performance of groups 
of individuals who are either known to the 
test user or easily characterized for him. 

The methods of equating two forms of a 
test all pre-suppose that the conversion of 
scores from one form to another involves 
simply an adjustment of units to account for 
differences in difficulty of the forms. Ideally 
this adjustment would be determined by ad- 
ministering both forms to all members of a 
group and observing the differences in per- 
formance on the forms—after first removing 
the effect of practice or fatigue on the form 
administered second. Variations on the ap- 
proach, necessitated by practical considera- 
tions, include a) dividing a large group of 
individuals into two random halves, adminis- 
tering one form to each half and observing 
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the difficulties in the statistics on the test form 
that each group took; and b) administering 
the same “equating” test to two groups, each 
of which has been tested with one of the major 
test forms. Here, too, the differences in per- 
formance on the two test forms are observed, 
but with adjustments made for any differences 
in the two groups by use of the equating 
test. 


NORMING 


An essential characteristic of the test stan- 
dardization process is the presentation of 
reference data for appropriate norms groups. 
In some cases, as was just noted, the charac- 
teristics of the norms sample are built directly 
into the test scale itself. Tests which yield 
1.Q. scores fall into this category. In other 
cases an arbitrary scale is maintained, and the 
test is accompanied by norms appropriate for 
the principal uses for which the test is in- 
tended. 

Tests designed for general surveys of abil- 
ity, aptitude, and achievement are frequently 
related meaningfully to “national” norms col- 
lected by grade or age. But for these tests 
and for other tests in specific areas other types 
of norms may be desirable—norms differen- 
tiated by sex, geography, type of curriculum, 
rural-urban-suburban, public-private-paro- 
chial, ete. It is then the task of the test user 
to choose the appropriate norms from those 
that are available and to apply them in evalu- 
ating the performance of the individuals he has 
tested. 

The norms that are developed for a test may 
be as elaborate as the test demands or the 
test maker can afford. The process of norms 
development, however, is fundamentally the 
same, regardless of the number and type of 
norms that are constructed. The test maker 
defines the characteristics of the population 
from which he decides to sample, and proceeds 
to select a sample from this population which 
will be as nearly representative of the popula- 
tion as possible. Ideally this would mean select- 
ing all individuals at random from the popu- 
lation; however, for practical reasons other 
procedures are ordinarily employed. Typically 
the schools in the nation are grouped into cate- 

gories or strata, homogeneous by type, size, 
socio-economic level, or location, or by combina- 
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tions of these characteristics; and entire schools 
are chosen at random from these strata. 
Sometimes multistage cluster sampling tech- 
niques are employed, involving several steps: 
random sampling of communities, random 
sampling of schools within those communities, 
random sampling of classes within those 
schools, and occasionally random sampling of 
students from those classes. When possible, 
the methods of stratified sampling and cluster 
sampling are combined to yield norms samples 
that are not only economical as to size, but 
also possess the desired levels of reliability and 
representativeness, 

When any particular student is to be eval- 
uated, the best comparison group is a group 
of students with whom he is in competition or 
with whom he aspires to compete (or a group 
as similar to one of these as possible). Thus, 
if a test is to be used for educational guidance, 
an appropriate norms group consists of those 
students with whom the student will be in 
competition if he undertakes a particular 
course of study. If the test is to be used for 
selection at a given college, the appropriate 
norms group is the group of candidates with 
whom the student is competing for a place. 
If a test is to be used for evaluation of achieve- 
ment in a specific school course, then the ideal 
group is the rest of the class. 

Increasingly the major test publishers are 
coming around to the point of view that ee 
most valuable norms group may be one tha 
is locally assembled by the test user himself. 
This does not relieve the publisher of the por 
sponsibility of providing more general norms; 
however, his norms may be considered only 
Supplementary to the data collected on the 
local group. 


OTHER TEST CHARACTERISTICS 


Finally, the producer of a standardized test 
will make available to the test user for his 
information in Selecting and using the instru- 
ment a set of data describing the various 
characteristics of the test: the use to which x 
is intended or for which it is recommended ; aD 
outline of the test content; the item difficulties 
and discrimination indices; data on the spee®- 
edness of the test; its reliability and standar 
error of measurement; its predictive validity 
for various pertinent criteria; the pattern 
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growth if the test is designed for use at more 
than one level; relationships with other tests 
or forms; and, finally, an evaluation of the 
Strengths and weaknesses of the test for vari- 
ous purposes to which it might be put. The 
makers of standardized tests are committed to 
the methods of scientific inquiry; they must 
also assume the obligations of science—making 
the results of their inquiry available to the 
public. 

The procedures involved in the process of 
standardizing tests as they are discussed here 
are not by any means intended to constitute 
a set of minimum criteria for a test to be 
considered “standardized.” Some highly use- 
ful tests follow the procedures of standardiza- 
tion in somewhat different ways from those 
that are outlined here. However, aside from 
the details of procedure, it is certainly reason- 
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able to say that taken together the character- 
istic features of a standardized test are what 
make it a scientific measuring instrument, 
capable of precision and predictive of future 
achievement. For both human and practical 
reasons the standardized test is a necessary 
outcome of the philosophy of a modern demo- 
cratic society in which large masses of indi- 
viduals competing for educational awards, or 
simply seeking better self-understanding, 
assemble for an objective, unbiased evaluation 
of their abilities. No other method that we 
know of today can provide measurement for 
the tremendous number of individuals who 
demand objective consideration of their tal- 
ents. Certainly no other method that we know 
of today can accomplish this measurement as 
equitably as can the standardized test. 


33. ON THE MEANING OF INTELLIGENCE * 


GEORGE D. 


In measuring intelligence, we perceive an 
accumulative phenomenon in which learning 
not only affects the mental age and IQ. at she 
time but also, through memory, mental skill, 
and cognitive structure, progressively affects 
the scores obtained. If we add to this overlap 
a measure of environmental constancy, let us 
say through the impact of speech habits, & 
planned curriculum, and television, We nat 
expect I.Q. constancy to a mild degree. His 
recent years, tens of millions of potentially 
bright children in Asia, Africa, and Latin 
America remained illiterate and therefore con 
sistently test-dull. At the same time we T 
postulate that in advanced countries millions 
“On the Meaning © 


i Invi- 
dings of the 1965 
aa Problems. Copy- 


f In- 
* Stoddard, George D., 
telligence.” From Proces ; 
tational Conference on Tes i wt 
right © tek te Educational Testing ee aon . 
rights reserved. Reproduced by Pas 
Educational Testing Service and the 
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of potentially dull children, under favorable 
conditions, went up the mental ladder faster 
and farther thus altering our concept of the 
norm. 

Intelligence is as intelligence does; it is no 
secret pocket hidden away in the brain like a 
pituitary gland. Intelligence is indeed based 
on the brain—on the brain as reconstituted 
by experience. Childhood education is in part 
a name for organized experience that is de- 
signed to develop intelligence, along with other 
desirable attributes in personality and be- 
havior, to an optimum degree. At the root of 
all experience and all education is the mind as 
consequence. 

What it has come down to, ever since the 
first Binet-Simon tryouts, is the identification 
of behavior deemed intelligent with rather 
simple cognitive matters—with geared-in in- 
formation, speech, and problem solving, I have 
long felt that in the total pattern we need to 
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insert two additional factors, namely 1) crea- 
tivity and 2) resistance to emotional or other 
forces that distort the process of reasoning. 
The memorizer, the computer, the plodder 
simply should not be given the highest rank 
in the field of general intelligence. The tested 
and scored operations exhaust his talent; his 
assorted mental skills can be measured and 
totalized. Beyond the standardized test lies 
open-ended testing not of but for the emer- 
gence of original ideas. Case histories help 
but do not suffice. Likewise, a merger of 
mental testing with personality testing will 
give us clues as to why individual “A” remains 
intelligent under social, political, or religious 
pressure while “B,” his mental-test equal, be- 
comes confused, misled, or ridiculous, 

Of course, creativity cannot be guaranteed. 
Creativity is no sure outcome of the mastery 
of even the far reaches of what is known or 
surmised. Thus in science a solid jumping- 
off place is needed; intuition does not serve 
there unless it is intellectually allied to pre- 
vious knowledge or theory. Jerome B. Wiesner 
postulates a condition for creativity in the 
sciences: 


The term “creativity” is principally used to 
mean activity resulting in contributions that 
have novelty and value in the intellectual 
sphere of human experience, including the 
sciences, as well as literature, music, and 
the visual arts. In all such contexts, “crea- 
tivity” universally implies a departure from, 
and advance beyond, what is conventionally 
attainable. However, there is an important 
characteristic of creative contributions in 
science that is not significantly present in 
many other fields, namely, quantitatively 
definable logical relationships to pre-existing 
scientific knowledge. 


Along with studies of what’s what in the 
environment, I should place reliable measures 
of creativity and intellectual integrity at the 
top of the heap for new research. 

Perhaps two or three additional suggestions 
are worth considering. 

The young girl, further along physiologically 
and presumably mentally, learns to read sooner 
and better than the boy. For a time, she holds 
her own in mathematical and other abstrac- 
tions, but the boy catches up. He keeps grow- 
ing for a longer time. It may be that the so- 
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called genius rating—a precarious label—is 
achieved by a child who starts fast like a girl 
and perseveres like a boy. In any case, Sex- 
related differences should be reexamined in 
relation to cognitive theory and test standardi- 
zation. As long as scores are computed with 
chronological age as a denominator, we need 
separate male and female norms. 

Doubtless, intelligence tests for the adoles- 
cent and the mature adult should break up into 
branches that reach out from the main stem 
of general intelligence. In these later stages, 
intelligent behavior needs to be differentiated 
in terms of the ability to solve abstract prob- 
lems that involve acquired formulas and meth- 
ods, together with certain cognitive tools such 
as may be found in logic, science, or music- 
Conerete tools like the telescope, the micro- 
Scope, the camera, hearing devices, and other 
detectors may be regarded as extensions of 
the sensory organs whose contribution tO 
cortical power is indirect. The skills involved 
in their use are akin to those that the race 
developed long ago—to cutting and pounding 
devices and agricultural implements. They 
help the technician, but they are not neces- 
sarily a part of his intellectual structure: 
Hence, for our purposes we need not measure 
the motor skills they call for, but only the way 
in which their sensory revelations transfor™ 
thinking. , 

General intelligence becomes a base £0 
Special development that may be measure 
more meaningfully than that afforded by add- 
ing discrete items that are validated on thé 
Percent passing in a given sampling. It is ® 
profound error in mental measurement to de- 
rive the abilities of the “superior adult” from 
an aggregation of simple tasks. With new e 
items of the kind Jerome S. Bruner and P! 
colleagues are working on we could carry ps 
concept of general intelligence to more an 
vanced levels before reaching the rational 0u 
come in the branching I have referred to. ne 

For adults it is scarcely a matter of P° 
dicting a future mental state. What counts a 
the ability to perform immediate mental task® 
that embody the essence of whole families ° 
tasks. There is a change-over point T 
interest in the child's present and future love 
of accomplishment to what the adult does oF p 
able to do now. How shall we test this? Afte” 
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all, for adults, we do not predict anything 
except a decline—not so much a decline in the 
basic skills but in mental power that may be 
applied to real situations. By this time, 
through heredity and long experience, the in- 
tellectual structure is characterized by observ- 
able potentials, limits, and stable achievements. 
While the general trend is downward, as with 
a river, the immediate capabilities may hold 
steady or at times surge upward. There can 
be a late-blooming intelligence as long as the 
nervous system has not suffered damage or 
deterioration. Of course, no new brain cells 
are involved in this phenomenon—there aren’t 
any—only a better coordination of those that 
remain functional. 

Whether intelligence be viewed in terms of 
current behaviorism or of cognitive psychol- 
ogy, there is postulated a sufficient chemical, 
Physical, and neurological base. Neurological 
studies are of interest to the psychologist just 
as cellular studies are to the nutritionist or 
the physiologist. Nevertheless, psychology iS 
essentially a social science. Men think in man- 
made symbols or they do not think at all. In- 
telligence, as an ability that grows through the 
interaction of nervous structures and mediated 
social events, may be regarded as our most 
purely psychological phenomenon. In studying 
early education that may be designated effec- 
tive or good, we turn to the significance of 
images, concepts, formulations, and experi- 
ences rather than to actual changes in nervous 
tissue or in physiological function. Actually, 
when we find a gain in measured intelligence 
that is correlated with age or experience, We 
postulate either a temporary Or long-range 
improvement in the nervous system. Let = 
biochemist, the physiologist, the neurologi a 
and the nutritionist discover what they z 
It may or may not have discernible peye “ 
logical outeomes, but it makes sense to a echt 
our knowledge of the substrata of be ny om 
In fact, therapeutic principles of great vad 
tance to an individual or to a whole popu sate 
may emerge. Consider, for example, taan ia 
tional difference between brain S ‘train 
optimally supplied with oxygen and twin ON 
X., whose oxygen supply is deficient or 
cess, 

The brain is not a de: 
tools. Tt is not a machine. 


ad tool or chest of 
Its stores of re- 
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membered items are not lined up on a shelf 
or imbedded in an automatic circuit. They 
are chosen in the first place and once chosen, 
their quality depends upon their availability 
on demand for abstract thinking, problem solv- 
ing, and creativity. That, in turn, depends 
upon a prior process of coding and integrating. 
Without the early intervention of speech this 
whole series of events would be encumbered. 
In the words of Neal E. Miller: 


We no longer view the brain as merely an 
enormously complicated telephone switch- 
board which is passive unless excited from 
without. The brain is a device for sorting, 
processing, and analyzing information. The 
brain contains sense organs which respond 
to states of internal environment, such as 
osmotic pressure, temperature and many 
others. The brain is a gland which secretes 
chemical messengers, and it also responds to 
such messengers, as well as to various types 
of feedback, both central and peripheral. 


So much for the inside. In regard to the 
outside we have, as one example, the flat state- 
ment of Harold G. Wolff, a neurologist at the 
Cornell University School of Medicine: “I am 
prepared now to say, after four years of in- 
quiry, that the brain may be damaged in the 
process of attempting to make adaptations to 
situations that the individual cannot meet.” 

Language is the great stimulator and the 
basis of most logical thought. Illiteracy im- 
poses a massive mental defect. A neurosis is 
a partial mental defect; if our tests do not 
discover it and negatively incorporate it into 
the total score of mental ability, so much the 
worse for the tests. Similarly a psychotic 
involvement carries a corresponding mental 
defect, for it rains down intellectual corrup- 
tion upon the trivial discrete responses which 
are superficially intact. To decimate activity 
deemed intelligent is one way of reducing 
mental ability, although the condition is differ- 
ent from the overall defectiveness of a con- 
genital imbecile. If the psychosis develops 
relatively late in life, the harmful social effects 
are compounded. By that time the person may 
be able to wield power over others. 

Granted that each of us is a unique bundle 
of cellular units, we learn to be intelligent, or 
not to be, and some persons learn faster than 
others. In fact, for some children such learn- 
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ing is so hard to come by, even under condi- 
tions of expert instruction, that we are justi- 
fied in applying a low I.Q. rating, and in 
retaining it if the learning difficulties persist, 
but not otherwise. At times, neurological con- 
ditions permit us to predict a permanent men- 
tal defect. Lacking such physical evidence, we 
should be cautious about applying restrictive 
labels. A functional defect not traceable to 
brain deficiency or damage may or may not 
endure; we have to find out by repeated mea- 
surements based on differentiated educational 
stimuli. These, in turn, may call into play 
novel forms of stimulation, motivation, and 
achievement. At the other end of the stick, 
we have to be cautious about predicting an 
abiding mental superiority. Brains deemed 
neurologically intact may become addled. In 
your own community look about you! 

J. McV. Hunt has pinpointed a semantic 
error that runs through much mental testing: 


The application of such terms as dimension 
and scale may at once tend to carry their 
meaning in the physical world over to the 
world of organismic behavior and to imply 
that the constancy of dimensions is being 
generalized from static objects to non-static 
persons and their behavior . . , Fixed in- 
telligence is a conception like the pre-for- 
mationistic notion that the bodily structure 
of a species is to be found within the egg 
or the sperm... Calling intelligence a 
dimension and speaking of tests as scales 
may be unfortunate. 


Hunt develops in some detail “the notion of 
intelligence as central processes developing as 
a function of the child’s interactions with the 
environment.” Here the key word is interac- 
tions, and its significance for education is 
emphasized by Hunt: “Inasmuch as develop- 
ment rates are most rapid, in absolute terms, 
during the early months and first couple of 
years, this is probably the period of most 
importance for maximizing intellectual poten- 
tial,” 

Since the reliability of infant tests may 
reach r=.90, their failure to predict later or 
final mental standing is another way of saying 
that we do not know what the subsequent 
environmental encounters will consist of; in 
fact, we have poor measures of such influences 
at any stage of development. The studies of 
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S. A. Kirk and others, comparing I.Q. changes 
in retarded children, indicate the fruitfulness 
of such an attack even when the precise forces 
at work are, to say the least, homogenized. 
Whatever the events, learnings, and situations ] 
may be, it appears that the essence of a mae 
ful interaction is to get beyond repetitions oF 
aggregations to a spiraling integration. This 
means a putting away of childish things in 
the later portions of any mental test. Even 
to test the hereditary component as a potential, 
We need to give full play to hierarchical experi- 
ences and to relate them in time sequences t0 
the intellectual demands of a particular grow- 
ing child. h 
So, let us stop worrying about how i 
of intelligence is due to heredity and how muc 
to environment. It never was a good pee 
There can be a hereditary or congenital oie 
80 severe as to make an environmental hfi 
ence negligible. I have myself seen an 1 
inmate of an institution whose 1.Q. might ne 
placed at 1; she could smile, period. On ee 
other hand, potential geniuses who ie 
their sweetness on the desert air,” for all be 
know, may be rather numerous. Illiteracy i 
a society reaching toward literacy not a 
stamps out genius; it obscures all ote 
measurement of what is or might have be pa 
We observe three action worlds: 1) the at 
conception world of eugenics; 2) the prent a 
world of nutrition and protection; and 3) ta 
postnatal world of education. The prer ag 
condition is really a special case: by ingoni al 
the mother, you safeguard the fetus. T is 
Ashley Montagu has shown that the set 
smoking of cigarettes by pregnant women Te 
damage the unborn child. By ee 
beneficent environment, early and late, jon. 
especially early, we are in a sound posit al 
With or without formal schooling, the, lly 
six years are the most important—logic® y 
because all of life follows, and psychologic? A 
because this is a period of rapid mental er xe 
Far in advance of scientific knowledge, we ais 
done rather well, by law, to keep children 2% we 
from tobacco, alcohol, and narcotics, but u- 
are just beginning to give economic and “8 
cational aid on behalf of children below 
age of five. 
Consider this educational dilemma: ma 
Allowing 182 out of 365 days to to 
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schooling and noting that one-half of the wak- 
ing time of each child during this formal 
schooling period is spent out of school, we 
come abruptly upon a sobering thought: in 
the preschool years, the family and neighbor- 
hood carry 100 percent of the educational load; 
during school years they still carry 75 percent 
of the load, as they say on Madison Avenue, 
“timewise.” Hence the need for a sound edu- 
cation of the child at home by parents who are 
soundly educated is urgent. And this is not 
all. If Benjamin Bloom is right in his hypothe- 
ses, this preschool period accounts for as much 
variance in tested intelligence as all the re- 
maining years of childhood and adolescence. 
While the kind of testing advocated in this 
brief paper will search out new cognitive struc- 
tures and will give scope to emerging factors 
less appropriate to early childhood, the prin- 
ciple remains: to neglect the young child is to 
invite a progressive slowdown in intellectual 
attainment. 

To turn a phrase, we can discern the three 
forces of intellect, namely, home education, 
School education, and self-education. Tech- 
nically self-education is all. No one of these 
simply works upon, none directly impinges on 
the child’s inherited nervous system—rather, 
all unite in a vastly complicated interaction 
between what the child was born with (and 
has grown into) and the determiners, overt 
or obscure, in the environment. r 

The national educational program carried on 
last summer on behalf of over 500,000 nid 
Privileged preschool children is indeed a ae 
Start. (The new crop of underprivileged cni 
dren, by the way, will be those who do "i 
get such attention before the age of five.) of 

e movement spreads, I predict a MA 
the fog that has settled over so many ka 
cussions of inferiority due to race, nationa z 
Or parental status. Children differ ipm his 
another in their inherited structures, but j 
cannot be determined by extrapolation from 
external categories. PF 

We learn in order to make better are 
now and in the future—in order to zafegua is 
and enrich our lives. The aim of —— 
life fulfillment through learning. 1: = duce 
hat a small amount of learning mo P iing 
à vast amount of thinking, but such í ERRA 
tends to become repetitive and self-de 
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In our culture pattern, the Dark Ages furnish 
the supreme example; the people were terribly 
short of knowledge, or of the scientific method. 
Who knows but today, with all our vast array 
of science and technology, we may be judged as 
being terribly short of thinking, that is, of 
problem solving directed toward viable and 
humane political structures. 

Has not the worldwide drift up to now been 
on the side of the dysgenic? We have the well- 
documented population “explosion.” We have 
the prospect of wars which, in the future, will 
disproportionately kill city people and wipe 
out their cultural achievements. Still, if edu- 
cation from nursery school to college becomes 
endemic, social competition will operate as an 
effective eugenic moderator. We can then for- 
get about large families versus small. Also, 
except for extremes which rarely run in fami- 
lies, we can forget about “good stock” and 
“poor stock.” Man’s ancestry is so unlike the 
incestuous breeding lines that produce good 
dogs and horses as to make such comparisons 
hilarious. In a world of love-at-first-sight, or 
perhaps on-second-thought, the crossing gene 
lines are as invisible as the genes themselves. 

All animals evolve by natural selection and 
a responsiveness to the environment. A family 
group, a tradition, a language, a space ship 
is as much a part of the environment as a 
seashore or a tree. Our ancestors climbed 
down out of trees, made use of sticks and 
stones, and gradually were changed. Now we 
climb up into the sky. Since change is the 
universal condition of life, and of sublife for 
that matter, who can say what human forms 
will evolve? While a centrifuged, irradiated, 
weightless person may not expect to see any 
special effects in his offspring, if we put 
enough of the breeding segment of the human 
race in space contraptions, generation after 
generation, mutations might appear. Perhaps 
in a hundred thousand years the computer men 
who never get off the ground will develop so 
differently from astronauts that a demand for 
desegregation will arise! : 

Clearly, the stage is set for interchange, 
interaction, interdependence. The brain re- 
sponds to internal and external events. In 
responding, it changes. Of course it would 
change anyway through the mechanics of 
growth and decline, but we like to think we 
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can prevent or postpone deleterious happenings 
and accentuate what is organismically and 
behaviorally sound. Therein lies the founda- 
tion of the good life for the individual. It is, 
I suppose, an article of faith that a reliance 
on actions and experiences deemed favorable 
for this child today, if they are constantly 
modified by new insights, will also be of long- 
range value to the human race. The fearful 


34. THE EFFECT OF VARIATIONS IN 


BENJAMIN 


We may assume that an individual is born 
with a nervous system and physiological 
makeup which are the bases on which general 
intelligence is developed. Individuals may vary 
considerably in these characteristics at birth, 
and this variation is undoubtedly a significant 


“From Bloom, Benjamin S., “The Effect of 
Variations in Environment on Intelligence,” in 
Stability and Change in Human Characteristics, 
New York, John Wiley and Sons, 1964, pp. 68-76. 
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alternative is to lose sight of this child, or of 
all children, by poisoning the materials or 
events that interact with cortical functioning. 
A sustained indifference to the inroads of 
disease, injury, ignorance, frustration, OY 
superstition will lower the intelligence level 
of a given generation and lend a gloomy out- 
look to the future of man. 


ENVIRONMENT ON INTELLIGENCE * 


S. BLOOM 


factor in determining the potential of the indi- 
vidual for the development of general intelli- 
gence. $ 
Perhaps our clearest evidence for the ige 
tance of general intelligence comes from t 
various studies of twins reared together 2” 
reared apart. In Table 1 we have summarize” 
the various studies on the intelligence ni 
surements of twins as well as siblings. P 
it will be noted that the identical twins, whe! 


TABLE 1 Correlational studies of the intelligence of twins and siblings reared together and reared apart 


Group Tests of Intelligence 


Individual Tests 
of Intelligence 


Newman, Newman, 
Burt Freeman, Husén Burt Freeman 
(1958) Holzinger (1959) (1958) Holzing 
(1937) (1937) 
Identical Twins 
Reared together 94 92 6 " ai 
Reared apart 17 ‘13 S “ot 
Nonidentical Twins 
Reared together 4 62 a o 64 
Siblings 
Reared together 52 ie 
Reared apart A4 ah 
Unrelated Children 
Reared together 28 


25 
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reared apart, correlate +.67 to +.84 as com- 
pared with +.90 to +.94 for identical twins 
reared together. Similarly, the siblings reared 
together correlate slightly higher than do the 
siblings reared apart. Here then, we do have 
evidence that similar hereditary makeup when 
accompanied by similar environments (at least 
home environments) does result in very simi- 
lar levels of general intelligence, whereas 
similar hereditary makeup accompanied by dis- 
similar environments results in somewhat dif- 
ferent levels of general intelligence. : 

This point is further clarified by Anastasi 
(1958, p. 299) in a table showing the differ- 
ences in I.Q.’s of identical twins reared apart 
as related to environmental differences (See 
Table 2). It is especially noteworthy that the 
differences in I.Q. for identical twins sepa- 
rated during the first three years are highly 
related to the differences in educational ad- 


vantage (4.79) but have only moderate re- 
lationships with the difference in social and 
ents of 


physical advantages in the environm 


TABLE 2 Environmental differences and l-Q. differenc 
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the separated twins (+.51, +.30).1 Thus, if 
the identical twins are separated but placed 
in very similar environments, it is likely that 
they will have very similar intelligence test 
scores, whereas if placed in very different 
environments, their intelligence test scores will 
be quite different.* 

Various workers have attempted to deter- 
mine the proportions of the variance attribu- 
table to heredity and environment. Woodworth 
(1941) estimates 60% attributable to heredity, 
Newman, Freeman, and Holzinger (1987) esti- 
mate 65% to 80% attributable to heredity, 
Burks (1928) estimates 66% to heredity, 


1 Reported by Newman, Freeman, Holzinger 
(1937, p. 340). 

2 We have divided the separated twins into two 
groups. For one group of 11 pairs, each pair of 
separate twins had very similar educational en- 
vironments. The rank correlation for their I.Q. 
scores was +.91, whereas for the eight pairs that 
had the least similar educational environments, 
the rank correlation for their I.Q. scores was only 


+.24. 


es for identical twins reared apart (Anastasi, 1958). 


Environmental Differences 


1.Q. 
Age at 9, Educa- 3. Social 4. Physical Differ- 
og Sex Separa- Ageat ne ba tional Advan- Advan- ences} 
i Hon Testas Schooling Advan- tages tages 
tages 
37 25 22 24 
11 : 4 37 
ye a= be % 2B & & & 
4 F a 29 4 14 32 13 15 
8 F 3 m 15 t 32 14 9 12 
2 F 18 mo. 27 E 15 27 19 12 
1 F 18 mo. A 0 15 7 z 3 
Ww M 2 yr. 19 
12 F 18 mo. 29 k T 10 22 8 
6 F Tri 59 ô 7 14 10 6 
9 M 1 mo. 19 1 10 15 16 5 
10 F 1 yr 12 11 26 23 4 
5 F 14 sa 38 7 8 12 14 2 
16 F 2 Si. 11 $ 11 13 9 1 
13 M 1 mo. 19 2 9 T 8 1 
15 n er 26 a 9 27 9 =i 
7 M 1 mo. 18 0 12 15 9 —1 
14 F 6 mo. 39 1 12 te 1a a 
3 ; 23 2 ? ? —3 
M ee 19 0 9 14 22 9 
20 F 1 mo. ät 0 £ 
19 F 2 : F 
p Ao tional advantage 1s shown as positive. 


+ Difference in favor of the individua 


NS “EEE 


] with the educa 
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Leahy (1935) estimates 78%, whereas Burt 
(1958) estimates 77% to 88% attributable to 
heredity. We do not propose to attempt to 
settle this controversy other than to recognize 
that although the estimates vary, all are ap- 
parently agreed that some portion of the vari- 
ance must be attributed to the effect of the 
environment in which the children are reared. 

We shall consider the evidence as to what 
constitutes a favorable or abundant environ- 
ment for the development of intelligence and 
shall do the same for an unfavorable or de- 
prived environment. We take the view that 
intelligence is a developmental characteristic 
in that the mental age or I.Q. compares the 
general learning of an individual with the 
progress in the learning of selected samples 
of behavior made by representative samples 
of individuals at different ages. It would seem 
that with such an operational concept of in- 
telligence, the environment could clearly block 
and retard certain developments in an indi- 
vidual, whereas it is likely (but less clear) 
that the environment could facilitate and 
accelerate these developments (Hunt, 1961). 
If general intelligence is a developmental 
characteristic and is related to the time it 
takes the individual to learn various concepts, 
skills, ete., it would seem reasonable that lack 
of such learning in one time period may be 
difficult or impossible to make up fully in 
another period, whereas unusually excellent 
learning in one time period is not likely to 
be lost in a subsequent period. 

What then is likely to happen if the indi- 
vidual lives in a deprived or abundant en- 
vironment (as it affects intelligence) for 
varying periods of time in his development? 
Let us assume that the long-term effect of 


selected age periods. 
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extreme environments may affect the I.Q. to 
the extent of 1.25 standard deviations on the 
1.Q. norms, that is, about 20 1.Q. points. This 
seems a reasonable amount since the three 
pairs of identical twins reared under the most 
different environments (see Table 2) had an 
average difference of 20 I.Q. points, while 
Sontag (1958) found the individuals in his 
study changing as much as 20 1.Q. points under 
what he considered to be favorable and un- 
favorable environments. This is about the 
figure cited by Burks (1928) as the effect of 
extreme environments. We are not firmly con- 
vinced of the magnitude of the differences 
produced by abundant and deprived environ- 
ments, but do regard 20 I.Q. points as a fair 
estimate of this amount. With this figure aS 
a first approximation, and with our estimates 
of the extent of development of intelligence 
at various ages as determined by the Overlap 
Hypothesis related to the work of Thorndike 
(1927) on an absolute scale of intelligence, We 
are in a position to set up a hypothetical table 
of the possible effects of various environments 
on the development of intelligence. ible 
In Table 3 we have hypothesized the poss! 
effects on the individual's intelligence of livin& 
under different environments. It will be note 
that we are here concerned only with the ne 
17 years of life. Furthermore, we have a 
sumed that the loss of development in Sk 
period cannot be fully recovered in ante 
period. We shall discuss this point later. w i 
we have hypothesized is that extreme envir® 
ments can have far greater effects in the Tat 
years of development than they can in la i 
years. That is, deprivation in the first fO 
years can have far greater consequences t 
deprivation in the ten years from age 


Percent of Variation from Normal Growth in I.Q. Units 

Age Period Mature a 

Intelligence Deprived Normal Abundant Abunda? 

Deprive 
Birth-4 50 —5 0 45 10 
4-8 30 —3 0 43 6 
8-17 20 -2 0 42 E- 
Total 100 —10 0 +10 20 
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through age 17. Put in other terms, extreme 
environments each year in the first four may 
affect the development of intelligence by about 
an average of 2.5 I.Q. points per year, whereas 
extreme environments during the period of 
age 8 to 17 may have an average effect of 
only 0.4 1.Q. points per year. 

Is there any evidence in support of the 
values hypothesized in Table 3? We will first 
consider a number of the studies on the effects 
of deprivation in relation to our hypothesized 
values, then the studies of the effects of 
abundance, and finally the studies of indi- 
viduals who have moved from one type of 
environment to another. In each study, we 
cannot be certain of how extreme the environ- 
Ment was, but we will attempt to characterize 
briefly the environment and show the reported 
effect in contrast with our hypothesized values. 
For convenience, we have put the research 
findings and the hypothesized values in Table 4. 

Tn all but one of the studies reported in 
Table 4 the observed difference is greater than 
our hypothesized changes. The one study in 
Which the observed and hypothesized values 
are most similar is Newman, Freeman, Hol- 
zinger (1937) in which the identical twin 
with the most radically different educational 
environments are compared. In this pay 
most of the children had been separated it 
the first year of life and they were tested at 


maturity; thus the entire period of growth 
was considered. In the other studies we have 
seriously the amount of 


chs underestimated 
ange. However, it is of int 
the rank order correlation A 
Served and hypothesized change is +.95, a 
gesting that the basic difficulty is monn! ith 
general conception of decreasing change Fina 
Increasing age, but it is in the fix 
amount of change likely to take place rch 
age period. It is our hope that future ger ie 
will establish more accurate estimates of der 
amount of change which can take ee 
various environmental conditions at diffe 


age periods. 


erest to note that 
between the ob- 


i to be 
Th ies which we believe 
e two studies whic he pattern of 


most crucial i ablishing t 

change eer hi the environment ar? ae 
by Kirk (1958) and Lee (1951). In kc 
hese studies, children in contrasting te Kirk 
ments were repeatedly tested. In the 
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study, mentally retarded children in an insti- 
tution were given a one year preschool experi- 
ence intended to stimulate their learning. The 
children were tested prior to the preschool 
experience at about age 414. They were re- 
tested at the end of the preschool experience, 
and then again several years later. Another 
group of children in the institution was used 
for purposes of contrast. The pre- and post- 
test scores are shown in Chart 1 for the ex- 
perimental and contrast groups. It will be 
seen that with only two exceptions, individuals 
in the experimental group gained in a rather 
consistent pattern. The two children in the 
experimental group who showed decreases in 
IQ. consisted of a child with brain damage 
and a child who appeared to be emotionally 
disturbed. The children in the contrast group 
generally decreased in measured intelligence 
with only two children gaining.* 

The Lee (1951) study followed several 
groups of Negro children with repeated tests 
until grade 9. In Chart 2, it will be seen that 
the children who were born in Philadelphia 
maintained about the same mean scores from 
grades 1 to 9. The children who were born in 
the South and moved to Philadelphia by age 
6 gained an average of 614 I.Q. points from 
grades 1 to 9. The children who were born 
in the South and moved to Philadelphia by 
grade 4 gained about 3 1.Q. points from grades 
4 to 9, whereas the children who were born 
in the South and moved to Philadelphia by 
grade 6 gained only 2 1.Q. points during the 
period grades 6 to 9.4 

The point of the Lee study is the decreasing 
effect of an improved environment with in- 
creasing age- It is also of interest to note that 
the greatest changes take place in the first 
few years in the new environment. Although 
there are strong indications that the environ- 


agix of the 15 children in the experimental 
group showed enough improvement to be released 
from the institution. None of the children in the 
contrast group was released. 

‘Lee used grade placement of the students in 
the Philadelphia schools rather than age at en- 
trance. It is likely that if age samples were used 
(and these were typical of Southern rural com- 
munities), the group would show decreasing levels 
of intelligence with increase in length of time 


spent in the South. 
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35. MISCONCEPTIONS ABOUT INTELLIGENCE TESTING ä 


WARREN R. GOOD 


There seems to be a lot of confusion nowa- 
days about intelligence tests and the meaning 
of intelligence quotients. For example, many 
teachers now in service have been taught that 
60 percent of the children have IQ's 90- 
109, 14 percent 110-119 and again 80-89, 
6 percent 120-129 and 70-79, 1 percent above 
130, and 1 percent below 70; and that those 
with IQ’s below 70 are feebleminded. None 
of this is “true” today. Many teachers have 

*From Good, Warren R., “Misconceptions 


about Intelligence Testing,” University of Michi- 
gan School of Education Bulletin, May 1964. 


been easily converted to an ill-founded on 
dence in verbal and nonverbal 1Q’s, prima? 
abilities, and culture-free tests. Whatever t e; 
merits of these “newer” developments may na 
teachers should choose and interpret on on 
basis of understanding rather than acceptan is 
of propaganda. These and other punn 
apparently result from poor knowledge 
fundamental intelligence-test theory. ek 
When we try to measure intelligence we 5a 

an indication of capacity for learning ke 
adaptation. This indication must be obtain 
by inference, because the potentiality 
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development is constantly in the process of 
being realized. Hence we must resort to the 
assumption that mental ability—what the in- 
dividual knows and can do on intellectual 
tasks—will vary with capacity if opportunities 
for development and motivation have been 
equal. And we infer “intelligence” from men- 
tal ability. But we cannot measure ability 
directly, either; what we measure is perform- 
ance. And so, it goes like this: we measure 
performance, from which we infer ability, 
from which we infer capacity. 
n The basic conditions for validity of our 
inferences—equality of opportunity and moti- 
vation—demand what might reasonably be 
called “normal” environment, comparable, so 
far as test effects are concerned, with that of 
the children on whom the test was standard- 
ized. And opportunities to have learned the 
kinds of things involved in the specific test 
items must be equalized. Our chances of get- 
ting such equalization are certainly best at 
zero (no opportunity at all) and infinity, or to 
be practical, at plenty—far more opportunity 
than would be needed to learn the thing if 
the individual were mature enough. For ex- 
ample, children have abundant opportunities 
to learn what arms, legs, nose, ears, and hair 
are, and to learn the names and uses of famil- 
lar household objects. Intelligence tests are 
often at fault because a good many items re- 
late to special interests or opportunities, but 
even the best tests will be unsatisfactory for 
Some children in almost any group, because 
of differences in background. 
Once this principle of equ 
Understood, teachers can judge for themselves 
Whether test items are suitable for measuring 
intelligence, and will soon learn to choose good 
tests for the purpose. In the last analysis ae 
Validity of intelligence test items always de- 


Pends on judgment. 


al opportunity is 


The pathetic arguments favoring ae 
verbal IQs” for duller children are a 
eee is a highly 


Westionable. In general, language : 
Sensitive aeit of intelligence and, pana 
Specific handicap, there is no evidence that 
ose who cannot understand or use ae 
native language with facility are likely to n 
endowed with some special kind of “genet 
mental ability” that cannot be adequa a 
Measured by verbal tests. The issue here, 
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always in intelligence testing, is equality of 
opportunity to have learned the kind of thing 
demanded. One technique for evening out the 
accidental differences in opportunity is to 
sample broadly from the many types of items 
and activities that are judged to show “rela- 
tive facility in learning.” But, to avoid lan- 
guage in an intelligence test is to reject the 
most versatile and most important means of 
communicating thought. In case of specific 
handicap—defect of speech or hearing, or 
difference of languages—we resort to non- 
language tests through necessity, not because 
they are “just as good.” Even for young chil- 
dren, our best intelligence tests make con- 
siderable use of language, although that does 
not necessarily mean having the pupil read— 
which is not a suitable means of setting the 
task unless he can read well enough for the 
purpose. 

I have just been examining the test booklets 
filled out by 133 high school students on a 
test which purports to yield a verbal and a 
nonverbal IQ. The correlation between the two 
is only .86 for this group, and the helter- 
skelter differences are highly questionable in 
consideration of (1) the very unsatisfactory 
statistical characteristics of the subtests, (2) 
the dubious validity of many specific items, and 
(3) internal evidence on the quality of re- 
sponses. 

As for verbal and nonverbal 1Q’s, there has 
never been any justification for such terminol- 
ogy. What we have is verbal and nonverbal 
tems or tests, all designed to measure 


test i ; 4 
general intelligence; and if IQ’s obtained with 
yerbal and nonverbal tests differ greatly there 


is reason for grave doubt of the validity of 
i or both. 

T broad sampling needed for good intelli- 
may have to be restricted for 
such as obtaining comparable 
measurements where languages differ or cul- 
tural patterns are conspicuously dissimilar. 
Such an attempt was illustrated by the “cul- 
ture-free” tests which have been so severely 
criticized. Here too, the major criterion is 
equality of opportunity to have learned the 
kind of thing demanded, and American schools 
do not require the exclusion of the common 
hieve cultural fairness in intelli- 


gence tests 
special purposes, 


culture to ac. 


280 


gence tests. To exclude it is to throw out our 
most useful indicators of mental ability. 

The search for “primary mental abilities” 
is concerned with finding the major compo- 
nents of the groups of abilities which may be 
judged to reflect intelligence. But so far, com- 
petent analysts are not agreed on the identifi- 
cation of such abilities or on the validity of 
tests which purport to measure them as sepa- 
rate abilities. 

A common characteristic of intelligence tests 
is that they yield IQ’s. The original Binet 
tests measured directly in mental age credits, 
but nearly all tests nowadays are point scales, 
the IQ’s being determined statistically from 
the distribution of point scores. If these de- 
terminations were valid in relation to the 
definition of an IQ, the distributions of 1Q’s 
obtained from the various tests on the market 
would be alike—they would have the same 
standard deviation—and the IQ’s would be 
comparable, in this respect, at least. But these 
standard deviations vary from about 10 to 
about 26; so a very bright youngster might 
have, taking extremes, an IQ of 130 on one 
test and an IQ of 178 on another. Or, a child 
might have an IQ of 80 on one test and be 
judged, a bit subnormal, and have an IQ of 
48 on another and be classified as an imbecile. 

The standard deviation of 1Q’s on the first 
Stanford-Binet scale was about 13. The dis- 
tribution of IQ’s given in the first paragraph 
of this article was based on the scale, which 
has been obsolete since 1937, when it was 
superseded by the present revision. The newer 
standard deviation is reported as 16.4, and 
makers of many other intelligence tests now 
try to get about the same dispersion—with 
considerably varying degrees of success, 

An IQ, then, is likely to be a pretty shifty 
measure of mental ability unless it is inter- 
preted in terms of how commonly such an 
IQ occurs in the general population; that is, 
in terms of the statistical characteristics of 
the test used. The IQ’s yielded by different 
tests cannot be assumed to be comparable. 

At least some teachers in each school, there- 
fore, should know enough about elementary 
statistics to make the necessary analysis, 
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Many teachers are disturbed by the in- 
creasing numbers of “feeble-minded” children 
in school, as indicated by IQ’s below 70. AS 
Tredgold pointed out many years ago, the 
sound definition of feeble-mindedness refers 
to the lowest x percent of the sce ae 
Without an agreement on x, we formerly ha 
estimates running all the way from one “oe 
minded person in 2500 to one in 16. The 
American consensus on what a should be ee 
expressed for the old Stanford-Binet as the 
portion having 1Q’s below 70. That was Ig 
percent. On the present Stanford-Binet K 
nearly 4 percent. To identify the feeb n 
minded as the lowest 1 percent nowadays = 
should take those with IQ’s below 60 on in 
Stanford-Binet and other tests with sim 
IQ dispersion. 

The term IQ has been so grossly abused oe 
it is so inappropriate to the shifting gee 
yielded by various tests the writer ree 
that we probably should abandon it altogether 
The test scores would be far easier to MS o 
pret if the school made its own conversion o 
the raw point scores into standard se Se 
some sort (Z-scores, for example, which 10) 
a mean of 50 and a standard deviation o si 
and made comparisons with national norm 
requisite data were available. too 

In any case, I should say that ates ter- 
much intelligence testing and then ae 
pret—or ignore—the results. Once in t 
or four years should be often enough 
Measure a student's mental ability, and ec- 
tests then used should not attempt the teats 
ulative or the impossible. In considering costs 
for selection, fancy claims and high tests 
should be automatically suspect, and are- 
under favorable consideration should be © ne 
fully studied (and actually taken bY 


ake 
teachers who made the selection) to Snin 
judgments of local validity, ease of “nials, 


istration and scoring, adequacy of ma telli- 
and so on. Finally, the results of the t 
gence testing should be interpreted in and 
of the characteristics of the test used, 1Q 
especially—until we can do better—of a 
distribution for that test. 


36. ON TELLING PARENTS ABOUT TEST RESULTS * 
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carelessly mae” information. A gossip who 
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Some kj 
confidence, kinds of information be kept in 


What 
in the eii test results? Do they belong 
Professional >. of secrets, to be seen only by 
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erved when ties their proper function best 
ta the school ey become common knowledge 
he hames and its community? (In some 
ng local ei scores have been listed in 

athletic a much like the results of 


en 

Soma nk nei 

eretimes natn extreme is a good rule. 
Sure re is reason to make group data 


ii Ss 
a ig oo e the average and the range 
PESNI individ w—generally public. Seldom 
4 the app ual results be published except 
oe holarship , announcement of a prize won, 
wo, Etera] awarded, and the like. But short 
tig ters a publication, school guidance 
l a particularly important ques- 
asy Patents be told their children’s 
rd questi 
iG Wi see often are hard because they 
Ple “so Td complicated problems. 
i trati rather o such questions are likely 
We ¢ divert ue r than an aid if their effect 
ruly f attention from the difficulties 


ace, Si 
» Si 5 pi 
é mple rules or principles, on 


Corporation, 1959, pp. 1-4. 


the other hand, can be of real help as one 
tackles complex problems and situations. This 
article will present some rules that we have 
found useful in facing questions such as— 
“What should I say when a mother wants to 
know her son’s IQ?” “Should we send apti- 
tude test profiles home with the children?” 
“We feel that parents in our school ought to 
know the results of the achievement tests we 
give, but then it’s hard to explain the dis- 
crepancies between these and the teachers’ 
grades.” 

No single procedure, obviously, can be ap- 
propriate for every kind of test. Nor for 
every kind of parent. To Mr. Jones, a well- 
adjusted and well-educated father, a report 
of his daughter's test scores may enhance 
his understanding of her capacities and of 
what the school has been giving her. To Mr. 
Green, a somewhat insecure and less knowl- 
edgeable man, the identical information may 
spark an explosion damaging to both child 
and school. And the counselor or teacher often 
has no sure way of knowing which kind of 
parent he will be reporting to. 

Two principles and one verbal technique 
seem to us to provide a sound basis for com- 
municating the information obtained from 
testing. The two “commandments” are abso- 
lutely interdependent—without the second the 
first is empty, and without the first the second 
is pointless. 

The first: PARENTS HAVE THE RIGHT TO 
KNOW WHATEVER THE SCHOOL KNOWS ABOUT 
THE ABILITIES, THE PERFORMANCE, AND THE 
PROBLEMS OF THEIR CHILDREN. 

“The second: THE SCHOOL HAS THE OBLIGA- 
TION TO SEE THAT IT COMMUNICATES UNDER- 
STANDABLE AND USABLE KNOWLEDGE. Whether 
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by written report or by individual conference, 
the school must make sure it is giving real 
information—not just the illusion of infor- 
mation that bare numbers or canned inter- 
pretations often afford. And the information 
must be in terms that parents can absorb 
and use. 

Few educators will dispute the first prin- 
ciple. It is in parents that the final respon- 
sibility for the upbringing and education of the 
children must lie. This responsibility requires 
access to all available information bearing 
on educational and vocational decisions to be 
made for and by the child. The school is the 
agent to which parents have delegated part 
of the educational process—but the respon- 
sibility has been delegated, not abdicated. 
Thoughtful parents do not take these respon- 
sibilities and rights lightly. 

The parents’ right to know, then, we regard 
as indisputable. But, to know what? 

Suppose that as a result of judicious test- 
ings the school knows that Sally has mastered 
social studies and general science better than 
many in her ninth grade class, but that few 
do as poorly as she in math. In English usage 
she stands about in the middle, but her 
reading level is barely up to the lower border 
of the students who Successfully complete 
college preparatory work in her high school. 
The best prediction that can be made of her 
probable scores on the College Boards three 
years hence is that they will fall in the range 
which makes her eligible for the two-year 
community college, but not for the university. 
She grasps mechanical Concepts better than 
most boys, far better than most girls. Looking 
over the test results and her records, her 
experienced teacher recognizes that good 
habits and neatness of work have earned 
Sally grades somewhat better than would be 
expected from her test scores. 

All of these are things Sally’s parents 
should know. Will they know them if they 
are given the numbers—Sally’s IQ score, 
percentiles for two reading scores, percentiles 
on another set of norms for several aptitude 
tests, and grade-placement figures on an 
achievement battery? 

Telling someone something he does not 
understand does not increase his knowledge 
(at least not his correct and usable knowledge 
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—we are reminded of the guide’s observation 
about the tenderfoot, “It ain’t so much what 
he don’t know, it’s what he knows that ain't 
So that gits him in trouble.”), Transmitting 
genuine knowledge requires attention to con- 
tent, language, and audience. We have al- 
ready referred to some of the characteristics 
of parents as an audience. Let’s look at the 
other two elements. t 
Content means that to begin with we a 
ourselves know what we are trying to gè 
across, ni 
We need to know just what evidence there 
is to show that these test results deserve sa 
consideration at all. We need equally to an 
the margins and probabilities of error af 
predictions based on tests. If we don’t wate 
both what the scores mean and how oe 
confidence may properly be placed in the r 
we are in trouble at the start—neither we 
own use of the information nor our tran 
mission of it to others will be very geet n 
Content—what we are going to aed ae 
language—how we are going to put it—? e- 
inseparable when we undertake to tell ane 
body something, In giving informa he 
about test results, we need to think about use 
general content and language we shall 15€- 
and also about the specific terms we shall ae 
To illustrate the general eontent-and fy 
guage planning, a guidance director 3 4 
decide that he wants first to get cee 
Sense of both the values and the ee is 
of test scores, One excellent device ath 
Purpose would be an expectancy table or es f 
Such a chart can make it clear to pera 
without training in statistics that test ‘ction 
are useful predictors and that the predic i 
will not always be precise. Local stulet 
one’s school or community are of ee cki 
interest. But the guidance director who ables 
local data may still find illustrative os 
from other places helpful in preparing pat ible 
and students to use test results in a Sens 
Way. test 


Specific terms used in expressing they 


results vary considerably in the ager 
Pose. Consider, for example, the di ue 
kinds of numbers in which test results 
be reported id 
k ou 
IQ’s are regarded as numbers that oe 5 
rarely if ever þe reported as such to stu 
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or eir 
is aa parents. The reason is that an IQ 
e tee bs be seen as a fixed characteristic 
ora ey tested, as somehow something 
€ effet E test score it really represents. 
sión es “$e often, is that of a final con- 
Cee si individual rather than that 
inking o information useful in further 
and planning. Few things interfere 


clu 


More z 
than nes with real understanding 
Parents, minate reporting of IQ scores to 


Grade- 
0 ira scores or standard scores 
trouble th. inds are less likely to cause 
Substitute ee 19 scores are. Still, they may 
real commas illusion of communication for 
nication. Standard scores have no 


More 
Meanin 
Scores un] g to most parents than raw 


Sive ex 
"i X i 
bit pla 


n Grade placements seem so 
ee a ornan that serious mis- 
ee may result from their use. 
ee sena helpful pamphlet (Katz, 
-oE SCores of ade pupil with grade-place- 
arithm of 10.0 for reading and 8.5 for 
not necessarily rank higher 
“Ompareq to he does in arithmetic when 
ekg may tee other sixth-graders. (Both 
rass arith e at the 95th percentile for his 
ading br metic progress much more than 
what has oe tends to be dependent on 
Narrower en taught, and thus to spread over 
m Crcentiles ES ät any one grade.) 
then iformat o anly are the safest and 
te ir two Sion numbers to use provided 
a fins ial characteristics are made 
of Stiong ane they refer not to percent of 
People Sy Mees correctly but to percent 
are or surps Performance the student has 
the ea i and (2) whọ specifically 
. COMpareq p whom the student is 
Bro, tion of f he second point—a definite 
pj especi e comparison or “norm” 
M o ‘sad Important in making the 
Dumke More oe clear. 
“tS Used to n be said about the kinds of 
More ieee test score information. 
E numbers amental question remains— 
teng N 
i Si Ing so foolish as suggesting 
results, But « of numbers in reporting 
Y the fa t we have been struck repeat- 
ct that some of the very best 
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counselors and many of the best-written 
reports present numerical data only inciden- 
tally or not at all. 

Along with the two “commandments” at 
the beginning of this article, we mentioned 
a verbal technique. Generally we dislike for- 
mulas for writing or speaking. This one, 
however, seems to have advantages that out- 
weigh the risks attending its suggestion. 
It’s just a few words: “YOU SCORE LIKE 
PEOPLE WHO ...” Or, to a parent, “Your 
son (or daughter) scores like students who 

The sentence, of course, requires com- 
pletion. The completion depends on the test 
or other instrument, the reason for testing, 
and the person to whom the report is being 
given. Some sample completions: 


YOU SCORE LIKE 


“| | people who don’t find selling insurance 
a very satisfactory choice. Three out of four 
who score as you do and become insurance 
salesmen leave the job for something else 
in less than a year.” 

“| people who are pretty good at office 
work, fast and accurate enough to hold a 
job and do it well.” 

“| students who find getting into liberal 
arts college and getting a B.A. degree some- 
thing they can attain only with extra hard 
work. On the other hand, they find a year 
or two of technical school interesting and 
they probably do well in the jobs to which 
that leads.” 

«|. students who are disappointed later if 
they don’t begin a language in the ninth 
grade and plan to take some more math and 
science. It’s easier to head toward business 
later if you still want to than to go from 
the commercial course into a good college.” 

“  . students who don’t often—only about 
one out of four—manage to earn a C average 
their freshman year at State.” 

«| students who have more than average 
difficulty passing in arithmetic—you (or, to 
a parent, he) may need some extra help on 
this in the next few years.” 

Many more samples will come readily to 
mind. The most important thing to note is 
that a satisfactory report combines two kinds 


of information: 
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1. the test results of the individual person, 
and 

2. something known about the test or bat- 
tery and its relationship to the subse- 
quent performance of others who have 
taken it. 


Also, a satisfactory completion puts the school 
or the counselor out on a limb, at least a 
little. Some variant of “That’s not so!” or, 
more politely, “How do you know?” will be 
the reaction in some cases, probably less fre- 
quently voiced than it is felt. 

Well, let’s face it. The decision to use a 
test at all is a step out on a limb. Some limbs 
are broad and solid and the climber need 
feel little or no anxiety. Some are so frail 
that they offer only hazard, with the bait of 
an improbable reward. We climb out on some 
limbs of medium safety because there is 
evidence of a real chance that they will help 
us, and those whom we test, toward a worth- 
while goal. 

The words of the formula need not actually 
be used in each case. Sometimes Percentiles, 
grade placement scores, or a profile may be 
what the parents should receive, But it is 
well to try first mentally stating the meaning 
of the results in the language suggested 
above. If this proves difficult or discom- 
forting, a warning signal is on—reporting 
the numbers is likely not to be constructive 
in the case at hand! 


The audience of parents to which our test- 
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based information is to be transmitted in- 
cludes an enormous range and variety of 
minds and emotions. Some are ready and 
able to absorb what we have to say. Reaching 
others may be as hopeless as reaching TV 
watchers with an AM radio broadcast. Still 
others may hear what we say, but clothe 
the message with their own special needs, 
ideas, and predilections. 

The habit of using the formula and of 
thinking a bit about what answer to give 
if the response is a challenging or doubting 
one puts the interpreter of test scores in 
the strongest position he can occupy. In 
the case of achievement tests it requires him 
to understand why and how the particular 
test or battery was chosen as appropriate 
for his school and his purpose. In the cas? 
of aptitude (including scholastic aptitude © 
intelligence) tests it requires him to examin’ 
the evidence offered in the test manual an 
research studies to back up the test’s claim 
to usefulness. And it reminds him always 
that it is in the end his thinking, his weighing 
of the evidence, his soundness and helpfulnes* 
as an educator or counselor that is expos? 
for judgment—not the sometimes wistf¥ 
ideas of the test author or publisher. a 

The school—or the counselor—is nae 
for judgment when telling parents about t i 
abilities and performances of their children 
The parents have the right to know. r 
knowledge in terms they can understand 4 
absorb is what the school must give. 


Chapter VI 


THE 


PSYCHOLOGY OF TEACHING 


A 
ND THE TEACHER 


Bev 
m ner Nani “simple act” of teaching usually involves some kind 
e child, it is im a sang by an adult to affect some other person, usually 
this act, By tpn to focus on what we might call the psychology of 
adult involved in chology Wwe mean all the many factors influencing the 
his Hsien tae meee his perceptions, his motives, his emotions, and 
Often WE a a toward the learning process and toward the pupils. 
certainly hese do not clearly understand our own attitudes and we 
chological aa $ cay in trying to assess our own motives. These psy- 
viewed ines vi ucts or personality factors are even more complex when 
applies to ie capi of the teacher. It is a generalization that 
(eg., our ps a ilaren ad adults; that; our attitudes, values, motives 
In alala i logical dispositions) continuously affect how we act. 
ideas of setter tb was Sigmund Freud who first popularized the 
we do as mannan = motivation, which simply means that much of what 
Planning, The dis iil does not occur as the result of careful rational 
do, denotes th usparity between what we often say and what we actually 
behave, e importance of motives and attitudes as causes of how we 
As 
line hating Margaret Mead (1950) has described three types of 
of anthropols te School in American Culture. Speaking from the context 
tinetively Sho. she notes that in primitive cultures there are three dis- 
mother,” (9) pe patterns of raising children: (1) that of the “grand- 
€ values, attit ei: of the “parent,” and (3) that of the “child nurse.” 
respect and ad K ob ang role of each are different. The grandmother, with 
miration for the past, exemplifies the unchanging nature 
who clings to the old ways. 


of th 
e world: z 
; she is a conservative “classicist” 


e 5 i 
industriow Seen as ana who wishes to instill in the ents habits of 
is stil] lite ta ne practicality, and of ambition. The EE ane who 
ead Stages abyhood herself, wants to keep the child close to infancy. 
s that teachers in American schools fall into similar cate- 


80ries 
-Ani ; 
n interesting exercise in testing out Margaret Mead’s types 
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might be a review of our own experience in elementary and secondary 
school to see if some of the teachers we had might reappear in our mind’s 
eye as grandmother, parent, or child-nurse. Regardless of whether or 
not we can actually find pure “types,” the exercise will surely illustrate 
the variety of attitudes and values that may be guiding and directing 
the teacher in her approach to both the subject matter and the pupil. 
There is obviously much more to teaching than the application of 
teaching methods. If this were the case the solution to the problem of 
teaching would be clear—have each teacher learn an array of techniques 
(e.g., how to give a lecture, conduct class discussions, manage recitations, 
ete.). This obviously is insufficient since it leaves out the personality, 
motives, attitudes, perceptions, etc., of the teacher. Recently it has been 
fashionable to examine such questions in the framework suggested by 
Marshall McLuhan, a Philosopher who has popularized the phrase “The 
medium is the message.” In other words it is not the content that is so 
important but how the message is transmitted. In teaching, the subtle 
nuances of attitudes, unwittingly held by the teacher both in regard to 
the pupils and the subject matter, may be more relevant than the 
sophistication of a formal lesson plan. How the material is communicated 
by the teacher or how the teacher feels about certain pupils, either 
positively or negatively, may Strongly facilitate or deter instruction. We 
have all experienced instruction at the hands of a grudging tutor, someone 
who told us in so many words “I don’t think you'll be able to understand 
this but listen anyway.” Or we've all at one time or another realized 
deep down inside us that the person we've been talking to hasn’t really 
ng but has just been going through 
medium indeed is the message; and 
ll suffer. It is surely not surprising 


udes have on learning. 

There is always the danger that in entering the murky waters of 
motivation we may be opening a Pandora’s box. 
that we don’t want to discover, 


reach his “maximum” and to 
only in the breach. We may 
psychology, of individual diffe 
a catchy phrase and has not b 


ully understand the im- 
“hidden agenda” or the “implicit 
eaching is not made up of lesson 


portance of what we might call the 
curriculum.” The hidden agenda of t 
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plans or curriculum content—it is made up of the expectations, attitudes, 
and values of the teacher. These determine how the lesson plan is conveyed. 
The process of communication will determine in a significant way how 
much the children really learn. The readings in this section have been 
selected to elaborate on this theme as well as to underscore its importance. 

In the late 1920s, a significant study was done by Wickman that illus- 
trated both the importance of the perceptions with which pupils were 
regarded and the marked difference in these perceptions when held by 
teachers and psychologists. Teachers, in viewing children in the classroom, 

Were most concerned about aggressive and disruptive behavior by pupils. 
Psychologists, on the other hand, were much more concerned about the 
children who appeared very shy and withdrawn. The psychologists assumed 
that Passive, quiet, and shy children—even though they obviously caused 
no “trouble” in class, would not learn much because of their passivity. 
Psychologists have generally viewed learning as an aggressive activity, 
one that demands initiative. On the other hand, the teachers obviously 
entertained a completely different set of values about learning, They felt 
that Physical activity, noise, and aggressiveness would inhibit learning. 
This controversy has never really been resolved. Today psychologists 
generally maintain that teachers are overly concerned about “normal” 
aggressiveness in pupils; and teachers maintain that psychologists are 
Overly concerned about “normally” quiet pupils. This all serves to illustrate 
one underlying issue—that the values and perceptions accorded to pupils 
differ significantly when they are perceived by psychologists and when they 
àre perceived by teachers. Also it is obvious that within a group of 
teachers, there is considerable variation in their attitudes towards pupils. 
Someone interested in teaching might do well to examine his own views 
on these and similar issues. Although we may never fully comprehend 
Sue Own “hidden agenda” we can at least become more aware of some of the 
values and attitude dimensions within ourselves. 

_Thus far we have deliberately focused on but one aspect of the many 
dimensions involved in classroom learning. We have discussed ina general 
way the influence of attitudes towards the children as a critical variable 
ii examining the psychology of teaching. We would be remiss, however, 
if we left the reader with the impression that other attitudes may not be 
equally important. In a sense the teacher’s attitude toward the learning 
Process, or the teacher’s perception of knowledge, may be as significant 
as his or her attitude towards pupils. The question itself is broad, and is 
ased on one’s conception of knowledge or assumptions about lemming: 

For example a teacher might perceive knowledge as largely beng ae 
Zathering » Before the children can form their own opinions, so this 
“aching view goes, they have to memorize and repeat cuales in 
SESE do master the material. What this meant in practice in the not 
= distant past was that in geography, for example, the eEGLGEED were 
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required to memorize the dates of admission to the Union of all the States, 
along with their capital cities and principal commercial products. Or in 
English, a child might memorize Portia’s mercy speech from the herent 
of Venice, or “Snowbound” by Whittier, or Mark Antony’s oration in 
Julius Caesar. The belief was that through repetition and memorization 
(really assuming the mind was merely like a muscle) we could keep the 
“mind” active and learning, 

Another view or attitude toward knowledge, sharing equal prominence 
with fact gathering, was the emphasis on techniques, accuracy, and neatness. 
Pupils used to be taught to write by being forced to endlessly make circles 
and lines on page after page of “practice paper.” Similarly, teachers 
would stress neatness, as did the first grade teacher who insisted that all 


attention to margins, the form and heading of each work paper, and the 
deliberate reward for tidiness—all these obviously would convey quickly 
to the pupils a particular set of attitudes towards learning. 

If we look for a moment at the fact-gath 


ering attitude or the neatness 
disposition, we can readily underst 


and how such attitudes would influence 
learning. If children learn in school that the teacher knows everything 


or has all the answers, then the pupils will also learn to follow directions, 
do what the teacher wants, say what the teacher wants to hear, ete. Such 
an atmosphere, of course, could lay the groundwork for a very passive 
attitude toward learning in the pupils, Similarly, if a teacher emphasizes 
neatness and orderliness, the pupils will quickly understand that this 


dimension is of major importance as a definition of knowledge with con- 
comitant attitudes, 


John Dewey many years ago warned of the 


sterilized curriculum and 
an antiseptic view of knowledge—that is, le 


of knowledge may be among 
municated to the children. 
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would be impossible to say which set is most important, nor is the question 
meaningful. All three parts are in constant interaction. A teacher’s view 
of himself affects his view of students, and both views obviously influence 
his understanding of the learning process. 


AN OVERVIEW OF THE READINGS FOR THIS CHAPTER 


The first article (Selection 37) by William James is one of his famous 
Talks With Teachers. James, who has been called the father of American 
Psychology, was among the first of the “new breed” of psychologists in this 
country, who at the turn of the century focused on the psychology of 
teaching. In one sense he makes a careful differentiation between teaching 
as an  @rt and psychology as a science. This distinction needs to be 
reiterated today as well. Psychology can increase our understanding of 
chila behavior and adult behavior as James notes. However, and this is 
the crux of his argument, do Thot expect that psychological knowledge can 
Suarantee good teaching any more than the science of logic can guarantee 
Ha man reason rightly.” 

Teaching is thus application, but again James warns of the complexity. 
He Presents a striking analogy in comparing the principles of teaching to 
those of warfare. What appears so simple in theory (e.g., just work your 
Pupil into a corner . . .), fails miserably in practice. The failure of this 


‘simple” teaching is apparent because so often the teacher forgets that the 


Pupil may be working at cross purposes. It is, after all, difficult to 


discern the motives of pupils. James concludes, however, that teachers 
Should not become psychologists because if they did they would simultane- 


ou 
Sly become poor teachers. 


Tf it is difficult for teachers to discern motives in their pupils, it does 
not follow that pupils cannot grasp attitudes and motives of teachers. 


© second article (Selection 38) by Rosenthal and Jacobson makes this 


tle, These authors tested out the so-called self-fulfilling prophecy. This 
i oni . ions, 
Is a very interesting phenomenon in human behavior. Our expectation 


or what we think “ought” to happen in a particular situation, do ae 
rou Thie irony is that apparently we actually bring about the resu 


iays ; ication 
UnWittingly, This is not to suggest some kind of magical aniraa 
or extrasensory perception; but rather we unintentionally convey thes 


*xPeetations to others and they act in a way that is confirmatory. Rosenthal 
in Jacobson provide rather dramatic information on this point in their 
Article, They show the effect of certain artificially created expectations on 
Pupi] learning and even on measured intelligence. The teachers werg led 
to believe that particular students would experience a “growth spurt” of 
m lectual development. The results of such expectations were Rane 

Us the study itself raises important questions about classroom climates 
and atmospheres Created from within The personality of the teacher. 
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Howard Becker’s article (Selection 39) on the “‘Social-Class Variations 
in the Teacher-Pupil Relationship,” provides further evidence of differential 
attitudes within teachers toward pupils. The framework of the study is 
descriptive and direct. The author interviewed a number of teachers in 
one school system and then classified their “talk” into three categories: 
(1) teaching problems, (2) discipline problems, and (3) moral accept- 
ability of children. Sociologists, of course, have long been interested in 
the influence of one’s social class and background upon attitudes, percep- 
tions, and values. Perceptions (that is, what one “sees”) are often 
colored or distorted by what one “wants” to see. Becker shows how middle 
class teachers “see” pupils from upper class, middle class, and lower class 
backgrounds. In reading the excerpts, imagine the impact of the implicit 
attitudes in terms of what the teachers expect from children whose back- 
grounds are dissimilar to those of the teacher. 

The fourth article (Selection 40) in this chapter by Meyer and Thompson 
presents evidence on the variations in patterns of approval and disapproval 
by teachers. The research report, “Sex Differences in the Distribution 
of Teacher Approval and Disapproval Among Sixth Grade Children,” raises 
further questions about the hidden agenda in teaching. 

Parts of the article are somewhat technical, particularly in the presen- 
tation of statistical tests of significance. In order not to obscure the meaning 
of the results, we will present an interpretation of Table 1, “Sex Differences 
in Frequency of Teachers’ Disapproval Contacts.” In the table, “N” stands 
for the number of pupils in each classroom. “Mean” indicates the 
arithmetical average number of disapproval contacts. For example, in 
classroom “A,” the boys received an average of 11.1 negative contacts 
while the girls received an average of only 2.67. S.D. refers to the “standard 
deviation,” a statistic that describes how much spread or variation exists 

around the mean in the number of contacts. Since the numbers are 7.62 
for the boys as against 2.18 for girls, it is obvious that there is much less 
variation in the average contacts for the girls. The next notation in the 
table, “t,” refers to a test of significance. It indicates (t=3.20) that the 
difference between the average for the boys (11.10) and the girls (2.67) 
could occur by chance only one time in a hundred. This is a convention 
adopted by statisticians as a way of agreeing whether computed differences 
are significant or are simply the result of chance. The notation “F” refers 


to a test of the statistical significance regarding the amount of variation 


or spread of the number of contacts. Again the convention in this case 


indicates that this much spread would occur by chance only one time in 
a hundred implying that chance is not the reason for the difference. Of 
course the authors show more than just that teachers blame boys more than 
givla. fav thay alen Jamansirata that all tha pupila ave aware sf Loess diffen 
ences. What effect sneh an awareness within the pupils might have on their 
AONGORUE PETLOLMANCE We WHT leave 1 Lhe pander te Badert However it il 
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interesting to consider their discussion of the teachers’ responses to the 
normal aggressiveness and activity of young male pupils. This discussion 
is particularly important since it has long been held that normal aggressive- 
ness is a main component of effective learning. When we speak of “hitting 
the books” or “grabbing an idea,” these everyday expressions represent 
learning as an active, aggressive process rather than a passive acceptance 
of someone else’s view. Squelching the boys’ active behavior in general may 
then inhibit the development of active mastery in learning. The short run 
advantage of quiet orderliness to the teacher may bring a long run decre- 
ment in pupil learning. 

The last two articles represent a more general and h 
view toward teachers and the teaching role. David Reisman’s article (Selec- 
tion 41), “Changes in the Role of Teacher,” presents his analysis of the 
Opportunity for significant influence by teachers. Because modern society 
has removed so many other adults from within the ken of children, the 
teacher is almost the single remaining parent surrogate. Combined with 
ie change, he discerns a general shift in our society away from self-direc- 
tion and self-reliance (inner direction) and toward conformity and other 
direction. This means we have a greater tendency to act in accord with 
other people’s desires than on the basis of our own view. He then indicates 
how this shift toward “other direction” acts to inhibit intellectual growth. 
The teacher may become an opinion leader emphasizing adjustment wether 
than presenting challenging ideas. There is a danger of over-simplifying 
Reisman’s position to the old dichotomy of the “whole child” theory versus 
academic attainment, Note carefully that he’s saying much more than just 
hg, guys” (e.g., anti-intellectual, adjustment-oriented, soft teachers) versus 

800d guys” (e.g., hard-nosed, brilliant, inspiring scholars). ; 

The final article (Selection 42) by Thelen, “The Triumph of Achievement 
over Inquiry in Education,” touches yet another aspect of teaching. By DOW 
the reader is hopefully aware of the series of issues, the multiple positions, 
Sa the wide array of variables that make up what we have zaliga gud 
hidden agenda of teaching. Thelen presents us with a note of closure in 
aising the fundamental issue of “teaching for what?”. He sees too much 
of our present teaching oriented toward an academic hit-and-run ane 
€mphasizing outcome (e.g., grades), rote memorization, and collecting fac 5; 
He brings the selection to a close with his almost eloquent plea for teachers 
© stress intrinsic interest in learning. Otherwise we may be doomed to 


ec z 
ome a nation of sheep! 


ence more philosophical 
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37. PSYCHOLOGY AND THE TEACHING ART * 


WILLIAM JAMES 


In the general activity and uprising of ideal 
interests which every one with an eye for fact 
can discern all about us in American life, there 
is perhaps no more promising feature than the 
fermentation which for a dozen years or more 
has been going on among the teachers. In 
whatever sphere of education their functions 
may lie, there is to be seen among them a 
really inspiring amount of searching of the 
heart about the highest concerns of their pro- 
fession. The renovation of nations begins al- 
ways at the top, among the reflective members 
of the State, and spreads slowly outward and 
downward. The teachers of this country, one 
May say, have its future in their hands. The 


enarnostnoss which they at Present show th 
ANNE W GRUNER aud iani theg, 
selyes is an index of the nation’s probabilities 
of aranes in alt iden! Hreetions: The putwara 
orednizition of education whieh we iabe ihn 


our United States is perhaps, on the whole, 
the badi organization that tiple in any CON: 
Wy. The State schoo! systems give a diversity 
And flexibility, an opportunity for esperiment 
and keenness of competition, nowhere else to 
be found on such an important seale. The 
independence of so many of the colleges and 
universities; the give and take of students 
and instructors between them all; their emula- 
tion, and their happy organic relations to the 
lower schools; the traditions of instruction in 
them, evolved from the older American reci- 
tation-method (and so avoiding on the one 
hand the pure lecture-system prevalent in Ger- 
many and Scotland, which considers too little 
the individual student, and yet not involving 


* James, William, “Psychology and the Teaching 
Art,” Talks with Teachers, New York: Norton, 
1958, pp. 21-27. 


the sacrifice of the instructor to the individual 
student, which the English tutorial system 
would seem too often to entail) ,—all mE 
things (to say nothing of that coeducation 0 
the sexes in whose benefits so many of ue 
heartily believe), all these things, I say, se 
most happy features of our scholastic life, an 
from them the most sanguine auguries may be 
drawn. 7 

Having so favorable an organization, all ye 
need is to impregnate it with geniuses, to a 
superior men and women working more En 
more abundantly in it and for it and at “a 
and in a generation or two America may we 


s TM 
lead the education of the world, I must 6 
confidence 


t ths das when lal aball b AAR 
Tact, ; 
Se eng haa profited mare by me termen 


' iveled 
tion of Which j Speak, in pedago, a maiii 
desire of 


than we pevchologists. The enire a ani 
WNGUULANEREE Lor a compleléi proftennis" 
training, and their aspiration toward the ae 
fessional’ spirit in their work, have leg H 
more and more to turn to us for light u 
fundamental principles, And in these ve 
hours which we are to spend together you 
to me, I am sure, for information concerninf 
the mind’s operations, which may enable ee 
to labor more easily and effectively in k e. 
several schoolrooms over which you pres? ol- 
Far be it from me to disclaim for psy” 
ogy all title to such hopes. Psychology oe 
certainly to give the teacher radical help. a 
yet I confess that, acquainted as I am eal 
the height of some of your expectations, I ? je 
a little anxious lest, at the end of these ee 
talks of mine, not a few of you may experien y 
some disappointment at the net results- 
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other y rds 
i indie Iam not sure that you may not 
geerte fancies that are just a shade 
astonishing fon would not be altogether 
ing like a Pa we have been having some- 
ry. elena in psychology in this coun- 
cen founded Ties and professorships have 
ar has been g and reviews established. The 
educational j ull of rumors. The editors of 
ventions ten and the arrangers of con- 
Prising ana e had to show themselves enter- 
the day. go on a level with the novelties of 
unwilling ¢ me of the professors have not been 
t at the foie and I am not sure even 
e new at ers have been entirely inert. 
0 conjure i ology’ has thus become a term 
be: portentous ideas withal; and 
ee and receptive and aspiring 
te of bel have been plunged in an 
in 0 8 great ague talk about our science, 
£ tha at extent has been more mystify- 


A n enli n 

as ig 

"hy ere a Altogether it does seem 
n laiq e a certain fatality of mystifica- 


ald u 
ten f id is oe of our day. The 
ang P8s to be dos ession, compact enough in 
lost Stitutes peg up for them in journals 
» till its outlines threaten to be 


dN a be 
dics.) R Kind or 
iscinteg Ud of vast uncertainty, Where the 
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tite à 
te too docile), we are pretty 


lig, in iia Ree irit 

iN ia NODE Whe ost, 

i iy they + a lheonae to lay A8WN INE 
I Wi ERAF aa h ia x 

to th at th this subject of paychology, now: 


di € very 
that Spel the Bes threshold to do what I can 
Psyop My Nr aire So I say at once 
hoy; Oey! mble opinion there is no ‘new 
in 5 but may of the name. There is 
brain ’s pr = psychology which began 
B fay, senses, us a little physiology of the 

e e ba eory o oluti and 
th ne S and theory of evolution, 


m 4 
üs, Part Bel of introspective detail, for 
ee is out adaptation to the teach- 
the 4 Psych aay the fundamental concep- 
p o her; aa which are of real value to 
heon of they, apart from the afore- 
ieee | a aition are very far from 
talks Mean ust that you will see better 
l Y this at the end of all these 
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I say moreover that you make a great, a very 
great mistake, if you think that psychology, 
being the science of the mind’s laws, is some- 
thing from which you can deduce definite pro- 
grammes and schemes and methods of instruc- 
tion for immediate schoolroom use. Psychology 
is a science, and teaching is an art; and sci- 
ences never generate arts directly out of them- 
selves. An intermediary inventive mind must 
make the application, by using its originality. 

The science of logic never made a man rea- 
son rightly, and the science of ethics (if there 
be such a thing) never made a man behave 
rightly. The most such sciences can do is to 
help us to catch ourselves up and check our- 
if we start to reason or to behave 
and to criticise ourselves more ar- 
after we have made mistakes. A 
ays down lines within which the 
t must fall, laws which the fol- 
lower of the art must not transgress ; but what 
particular thing he shall positively do within 
those lines is left exclusively to his own genius. 
One genius will do his work well and succeed 
in one way, while another sueceeds as well 
quite differently; yet neither will transgress 


the lines. i 
The art of teaching grew UD in the school- 
agii Hyt Sf Theentivencss and sym athetic 
ul : uu 3 J ny ine... Symp i the 
Mean ee sbaokraGiols KVEN VARIE AN it T 
adyancer of the art was 


ease of Horbart) the fe *< 
vee pauettologiet; Me Petsmeelee ann mae 
atsa a DEUTER I PE and the EQETHEL 


psychology ra 
Wits Hat Peeieed in any sense from the latter. 
jij 

tens 


meo Ta dae Ganprucii Bit nities 
he two were aanorucni Bat AREAS 
DO ee And go everywhere T beady 
ust agree With the pavehelesy- but heed not 
asear kind of teaching that 


be the only 
for many diverse methods of 


ell agree With psycho- 


selves, 
wrongly; 
ticulately 
science only | 
rules of the ar 


necessarily 
would so agree: 
teaching may equally w 
logical laws. 


To know psychology, therefore, is absolutely 


tee that we shall be good teachers. 
to that result, we must have an 
dowment altogether, a happy tact 
and ingenuity to tell us what definite things 
to say and do when the pupil is before us. That 
ingenuity in meeting and pursuing the pupil, 
that tact for the concrete situation, though 
they are the alpha and omega of the teacher’s 
art, are things to which psychology cannot help 


us in the least. 


no guaran 
To advance 
additional en 
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The science of psychology, and whatever 
science of general pedagogics may be based 
on it, are in fact much like the science of war. 
Nothing is simpler or more definite than the 
principles of either. In war, all you have to 
do is to work your enemy into a position from 
which the natural obstacles prevent him from 
escaping if he tries to; then to fall on him 
in numbers superior to his own, at a moment 
when you have led him to think you far away; 
and so, with a minimum of exposure of your 
own troops, to hack his force to pieces, and 
take the remainder prisoners. Just so, in 
teaching, you must simply work your pupil 
into such a state of interest in what you are 
going to teach him that every other object 
of attention is banished from his mind; then 
reveal it to him so impressively that he will 
remember the occasion to his dying day; and 
finally fill him with devouring curiosity to 
know what the next steps in connection with 
the subject are. The principles being so plain, 
there would be nothing but victories for the 
masters of the science, either on the battlefield 
or in the schoolroom, if they did not both have 
to make their application to an incalculable 
quantity in the shape of the mind of their 
opponent. The mind of your own enemy, the 
pupil, is working away from you as keenly and 
eagerly as is the mind of the commander on 
the other side from the scientific general. 
Just what the respective enemies want and 
think, and what they know and do not know, 
are as hard things for the teacher as for the 
general to find out. Divination and perception, 
not psychological pedagogics or 
strategy, are the only helpers here. 
But, if the use of psychological principles 
thus be negative rather than positive, it does 
not follow that it may not be a great use, all 
the same. It certainly narrows the path for 
experiments and trials. We know in advance, 
if we are psychologists, that certain methods 
will be wrong, so our psychology saves us from 
mistakes. It makes us, moreover, more clear 
as to what we are about. We gain confidence 
in respect to any method which we are using 
as soon as we believe that it has theory as well 
as practice at its back. Most of all, it fructifies 
our independence, and it reanimates our in- 
terest, to see our subject at two different 
angles,—to get a stereoscopic view, so to speak, 
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of the youthful organism who is our enemy, 
and, while handling him with all our concrete 
tact and divination, to be able, at the same 
time, to represent to ourselves the curious 
inner elements of his mental machine. Such 
a complete knowledge as this of the pupil, at 
once intuitive and analytic, is surely the knowl- 
edge at which every teacher ought to aim. 
Fortunately for you teachers, the elements 
of the mental machine can be clearly appr 
hended, and their workings easily grasped. 
And, as the most general elements and nee 
ings are just those parts of psychology whieh 
the teacher finds most directly useful, it follows 
that the amount of this science which is poe 
sary to all teachers need not be very ge 
Those who find themselves loving the subien 
may go as far as they please, and pear, 
possibly none the worse teachers for the a 
even though in some of them one might appre 
hend a little loss of balance from the tendency 
observable in all of us to overemphasize certam 
special parts of a subject when we are smar 
ing it intensely and abstractly. But for t 
great majority of you a general view is gnour 
provided it be a true one; and such a nn 
view, one may say, might almost be writ 
on the palm of one’s hand. ari 
Least of all need you, merely as heacht i 
deem it part of your duty to become a 
utors to psychological science or to make ie 
chological observations in a methodical 
responsible manner. I fear that some of 
enthusiasts for child-study have throw? r 
certain burden on you in this way. BY ng 
means let child-study go on,—it is refresh) re 
all our sense of the child’s life. There all 
teachers who take a spontaneous delight 9" 
ing syllabuses, inscribing observations, ane 
piling statistics, and computing the per DEN 
Child-study will certainly enrich their Dia 
And, if its results, as treated statistic 
would seem on the whole to have but triflir 
value, yet the anecdotes and observations in 
which it in part consists do certainly acquay a 
us more intimately with our pupils. Our ey 
and ears grow quickened to discern iN w 
child before us processes similar to those wot’ 
have read of as noted in the children, PP ž 
esses of which we might otherwise have ke 
mained inobservant. But, for Heaven’s 5% 
let the rank and file of teachers be Pes% 
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Yeaders j 
errs me so prefer, and feel free not to 
Prosecution ge accumulation. Let not the 
duis ot ak; it be preached as an imperative 
whom it Bact by Feuulauion on those to 
in any way =e exterminating bore, or who 
appropriate v atever miss in themselves the 
strongly a _woeation for it. I cannot too 
Bicieshere s R my colleague, Professor 
attitude a when he says that the teacher’s 
ethical, is ard the child, being concrete and 
» is positively opposed to the psycho- 


Ogical observer’ 
lytic, ae s, which is abstract and ana- 
attitudes ro a some of us may conjoin the 
conflict, ccessfully, in most of us they must 
The y 
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teacher n z thing that can happen to a good 
Professi o get a bad conscience about her 
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aA peycholosien she feels herself hopeless 
gist. Our teachers are overworked 
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already. Every one who adds a jot or tittle of 
unnecessary weight to their burden is a foe 
of education. A bad conscience increases the 
weight of every other burden; yet I know that 
child-study, and other pieces of psychology as 
well, have been productive of bad conscience in 
many a really innocent pedagogic breast. I 
should indeed be glad if this passing word from 
me might tend to dispel such a bad conscience, 
if any of you have it; for it is certainly one 
of those fruits of more or less systematic 
mystification of which I have already com- 
plained. The best teacher may be the poorest 
contributor of child-study material, and the 
best contributor may þe the poorest teacher. 
No fact is more palpable than this. 

So much for what seems the most reasonable 
general attitude of the teacher toward the 
subject which is to occupy our attention. 


PROPHECIES * * 


AND LENORE JACOBSON 


exist between the social 
lors of our school children. 
neern, attention has 
e role of the 


competence that 
classes and the co! 
With this increasing CO 
focused more and more on th 
classroom teacher, and the possible effects of 
her values, her attitudes, and, especially, her 
beliefs and expectations. Many educational 
theorists have expressed the opinion that the 
teacher’s expectation of her pupils’ perform- 
ance may serve as an educational self-ful- 
filling prophecy- The teacher gets less because 


she ex ects less. : 
sae the self-fulfilling prophecy 


The concept of Eai 
is an old idea which has found application 1n 
clinical psychology, social psychology, socl- 
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ology, economics, and in everyday life. Most 
of the evidence for the operation of self-ful- 
filling prophecies has been correlational. Inter- 
personal prophecies have been found to agree 
with the behavior that was prophesied. From 
this, however, it cannot be said that the 
prophecy was the cause of its own fulfillment. 
The accurate prophecy may have been based 
on a knowledge of the prior behavior of the 
person whose behavior was prophesied, so that 
the prophecy was in a sense “contaminated” 
by reality. If a physician predicts a patient’s 
improvement, we cannot say whether the doc- 
tor is only giving a sophisticated prognosis 
or whether the patient’s improvement is based 
in part on the optimism engendered by the 
physician’s prediction. If school children who 
perform poorly are those expected by their 
teachers to perform poorly, we cannot say 
whether the teacher’s expectation was the 
“cause” of the pupils’ poor performance, or 
whether the teacher’s expectation was simply 
an accurate prognosis of performance based 
on her knowledge of past performance. To 
help answer the question raised, experiments 
are required in which the expectation is ex- 
perimentally varied and is uncontaminated by 
the past behavior of the person whose per- 
formance is predicted. 

Such experiments have been conducted and 
they have shown, that in behavioral research, 
the experimenter’s hypothesis may serve as 
self-fulfilling prophecy (Rosenthal, 1966). Of 
special relevance to our topic are those ex- 
periments involving allegedly bright and 
allegedly dull animal subjects. Half the ex- 
perimenters were led to believe that their 
rat subjects had been specially bred for ex- 
cellence of learning ability. The remaining 
experimenters were led to believe that their 
rat subjects were genetically inferior, Ac- 
tually, of course, the animals were assigned 
to their experimenters at random. 

Regardless of whether the rat’s task was to 
learn a maze or the appropriate responses in a 
Skinner box, the results were the same. Rats 
who were believed by their experimenters to 
be brighter showed learning which was sig- 
nificantly superior to the learning by rats 
whose experimenters believed them to be dull. 
Our best guess, supported by the experiment- 
ers’ self-reports, is that allegedly well-endowed 
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animals were handled more and handled more 
gently than the allegedly inferior animals. 
Such handling differences, along with differ- 
ences in rapidity of reinforcement in the 
Skinner box situation, are probably sufficient 
to account for the differences in learning 
ability shown by allegedly bright and allegedly 
dull rats. 

If rats showed superior performance when 
their trainer expected it, then it seemed rea- 
sonable to think that children might show 
superior performance when their teacher aa 
pected it. That was the reason for a 
the Oak School Experiment (Rosenthal an 
Jacobson, 1966). 


THE “OAK SCHOOL” EXPERIMENT 


To all of the children in the Oak a 
on the West Coast, the “Harvard Test g he 
flected Acquisition” was administered in “a 
Spring of 1964. This test was purported al 
predict academic “blooming” or itelet 
growth. The reason for administering z to 
test in the particular school was oStERMIDIY 
perform a final check on the validity of dy 
test, a validity which was presented as ee 
well-established. Actually, the “Herve Sre 
of Inflected Acquisition” was a see 
relatively nonverbal test of intelligence, Fle 
gan’s Tests of General Ability. ele- 

Within each of the six grades of the ms; 
mentary school, there were three ane 
one each for children performing at abo o 
average, average, and below-average levels ss- 
scholastic achievement. In each of the 18 er £ 
rooms of the school, about 20% of the n 
dren were designated as academic “ami 
The names of these children were reporte as 
their new teachers in the Fall of aT 
those who, during the academic year a The 
would show unusual intellectual gams. el 
“fact” of their intellectual potential was 
tablished from their scores on the test 
“intellectual blooming.” the 

Teachers were cautioned not to discuss 7) 
tast findings with either their pupils oF the 
children’s parents, Actually, the names eal? 
20% of the children assigned to the ‘ar 
ing” condition had been selected by mife 
of a table of random numbers. The axed 
ence, then, between these children, earmat ed 
for intellectual growth, and the undesig? 
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control gr z 
all children was in the mind of the 
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he nonverb: fe again took the same form of 
after this is est of intelligence. Four months 
test once a etest the children took the same 
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after the kaa ool year, some eight months 
Pectation ee hs had been given the ex- 
cial children, eee tat growth of the spe- 
Course, exp] n. These retests were not, of 
but rather minea as “retests” to the teachers 
ectua] k further efforts to predict intel- 
ei : 
ively inne test employed, while rela- 
: te in the sense of requiring no 
Nonverbal A ing, or writing, was not entirely 
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isha kin i greater comprehension of 
p © other d of picture vocabulary test. 
aneerstand any & ability to 
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Se ee ha spe eet For shorthand 
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© pretest correlation between these 
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Meant] toni groups did not show a sig- 
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Minj ee reasoning IQ posttest was 
children of the experimental 
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tro ed ove, 1 . expected to gain more IQ 
Eragi up EE T more than did the con- 
mong” Children C> (P<.002). In the second 
a gai n who were expected to gain 
ned nearly 10 points more than 
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did the control group children (p<.02). In 
the first and second grades combined, 19% 
of the control group children gained 20 or 
more IQ points. Two-and-a-half times that 
many, or 47%, of the experimental group chil- 
dren gained 20 or more IQ points. 

When educational theorists have discussed 
the possible effects of teachers’ expectations, 
they have usually referred to the children at 
lower levels of scholastic achievement. It was 
interesting, therefore, to find that in the 
present study, children of the highest level of 
achievement showed as great a benefit as did 
the children of the lowest level of achievement 
of having their teachers expect intellectual 
gains. 

At the end of the school year of this study, 
all teachers were asked to describe the class- 
room behavior of their pupils. Those children 
from whom intellectual growth was expected 
were described as having a significantly better 
chance of becoming successful in the future, 
as significantly more interesting, curious, and 
happy. There was a tendency, too, for these 
children to be seen as more appealing, ad- 
justed, and affectionate and as lower in the 
need for social approval. In short, the children 
from whom intellectual growth was expected 
became more intellectually alive and autono- 
mous or at least were so perceived by their 
teachers. These findings were particularly 
striking among the first grade children; those 
were the children who had benefited most “ 
IQ gain as a result of their teachers’ favorable 


expectancies. nof 


We have already seen that is ony g 
i i re - 
the experimental group gaine mo 
lectually so that the possibility existan Pr 
it was the fact of such gaining that ma Da 
for the more favorable ratings of these a 
dren’s behavior and aptitude. But a g 


` a ail 
4 voup children also gaine 
many of the contr ol group em oe 


in IQ during the course of 

a who gained more intellectually anon 
these undesignated children would oe ee 
rated more favorably by their teachers. 


e more the control group 
ee et ee he more they were 


x 3 A t 
hildren gained in IQ ; a 
rerarded as less well adjusted (r= S 
p<.05), as less interesting (r=-—.14, pa 
as ectionate (r=—-18, p<.90)- 


and as less aff 


i hen 
From these results i d seem that W 


t woul 
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children who are expected to grow intellec- 
tually do so, they are considerably benefited 
in other ways as well. When children who are 
not especially expected to develop intellectually 
do so, they seem either to show accompanying 
undesirable behavior or at least are perceived 
by their teachers as showing such undesirable 
behavior. If a child is to show intellectual 
gain it seems to be better for his real or per- 
ceived intellectual vitality and for his real 
or perceived mental health if his teacher has 
been expecting him to grow intellectually. It 
appears that there may be hazards to unpre- 
dicted intellectual growth. 

A closer analysis of these data, broken down 
by whether the children were in the high, 
medium, or low ability tracks or groups, 
showed that these hazards of unpredicted in- 
tellectual growth were due primarily to the 
children of the low ability group. When these 
slow track children were in the control group 
so that no intellectual gains were expected of 
them, they were rated more unfavorably by 
their teachers if they did show gains in IQ. 
The greater their IQ gains, the more un- 
favorably were they rated, both as to mental 
health and as to intellectual vitality. Even 
when the slow track children were in the 
experimental group, so that IQ gains were 
expected of them, they were not r 
favorably relative to their control gro 
as were the children of the hi 
track, despite the fact that they gained as 
much in IQ relative to the control group chil- 
dren as did the experimental group children 
of the high group. It may be difficult for a 
slow track child, even one whose IQ is rising 
to be seen by his teacher as a well-adjusted 


child, and as a potentially successful child, 
intellectually. 


ated as 
up peers 
gh or medium 


THE QUESTION OF MEDIATION 


How did the teachers’ expectations come to 
serve as determinants of gains in intellectual 
performance? The most plausible hypothesis 
seemed to be that children for whom unusual 
intellectual growth had been predicted would 
be more attended to by their teachers. If 
teachers were more attentive to the children 
earmarked for growth, we might expect that 
teachers were robbing Peter to see Paul grow. 
With a finite amount of time to spend with 
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each child, if a teacher gave more time to bes 
children of the experimental group, she wou f 
have less time to spend with the children © 
the control group. If the teacher's sapere 
more time with a child led to greater ame 
we could test the “robbing Peter” oe ae 
by comparing the gains made by anne e 
the experimental group with gains ma ae 
children of the control group in each ete 
The robbing Peter hypothesis predicts a aaen 
tive correlation. The greater the gains aor 
by the children of the experimental pat 
(with the implication of more time mee 
on them) the less should be the gains (with 
by the children of the control ou On : 
the implication of less time spent on sitive, 
In fact, however, the correlation was oa , 
large and statistically significant aan 
p=.02, two tail). The greater the gain ected: 
by the children of whom gain was oe elass- 
the greater the gain made in the same ecia 
room by those children from whom no SP 
gain was expected. aval 
Additional evidence that teachers 
take time from control group children we 
with the experimental group une whi 
from the teachers’ inability to recal igna 
of the children in her class were ai 
as potential bloomers and from her “imi e 
of time spent with each pupil. These es sificant 
showed a tendency, which was not mer time 
statistically, for teachers to spend oe were 
with pupils from whom intellectual gains 
expected. youP 
That the children of the experimental a of 
were not favored with a greater iena the 
time seems less surprising in y gain® 
pattern of their greater cps ee 
If, for example, teachers had talked . gain’ 
more, we might have expected greater ound 
in verbal IQ but, the greater gains oat er 
not in verbal but in reasoning IQ. It ra ix 
course, that the teachers were inaccl 
their estimates of time spent with each A 
pupils. Possibly direct observation give” 
teacher-pupil interactions would Hawe a not 
different results, but that method W* 
Possible in the present study. EN i 
observation by judges who could a io 
one another might not have revealed a est? 
ence in the amounts of teacher oe age ; 
in each of the two groups of chil 


q not 
spe” 
comes 
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seems ‘ 
En plane to think that it was not a 
children 4 ig honey of time spent with the 
differences in fi Wo groups which led to the 
opment. It m eee rates of intellectual devel- 
the type of ee have been more a matter of 
Ween the eaten which took place be- 
F whe an etsvand their pupils. 
hey facial a e said, by how she said it, by 
by her a ee a postures, and perhaps, 
Cated to the aoe teacher may have communi- 
at she ex aiven of the experimental group 
formance Si eng improved intellectual per- 
With possible nen communications, together 
May have hel changes in teaching techniques, 
is self-cone ped the child learn by changing 
ehavioy aie his expectations of his own 
e skills ruvar; as well as his cogni- 
esearch ik ia i self evident that further 
S Possible eded to narrow down the range 
eXpectati a niis whereby a teacher’s 
al ice translated into a pupil’s 
acre vied = It would be valuable, for 
fox 8 with their ae films of teachers inter- 
wit erences in es g we might then look 
‘ hose children cake teachers interact 
fron Mtellectual ry rom whom they expect 
film, Pom they sens: compared to those 
ee E chet On the basis of 
Spon t subject a USXDEHMENLETS interact- 
Such 1. are ex s from whom different re- 
tionati®hly ete oe we know that even in 
Plex | communications ex situations, uninten- 
OSenthal fags can be subtle and com- 
no Mblex ny i . How much more subtle 
Who arctildren i $ the communications be- 
exp re bot const ne their teachers, teachers 
$ mental lab Pa by the demands of the 
OMR IM oratory. 
o PLICATIONS 
Scribe results of t 
Person» p 


Sep. Se 
Tve is Xpectation of : l; 
another’s behavior may 


a teacher training insti- 
their a ers-to-be with the possi- 
e may i reagan of their pupils’ 

Serve as self-fulfilling proph- 


an 
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ecies, these teacher trainees may be given a 
new expectancy—that children can learn more 
than they had believed possible. 

The methodological implications of the evi- 
dence presented in this paper are best intro- 
duced by citing the results of a well-known 
“total-push” educational program, which, after 
three years, led to a 10 point IQ gain by 38% 
of the children and a 20 point IQ gain by 12% 
of the children. Such gains, while dramatic, 
were smaller than the gains found among the 
first and second grade children of our control 
group and very much smaller than the gains 
found among the children of our experimental 
group. 


It is not possible to be sure about the matter, 


but it may be that the large gains shown by 
the children of our control group were attribu- 


table to a Hawthorne effect. The fact that 
university researchers, supported by federal 
funds, were interested in the school in which 
the research was conducted, may have led to 
a general improvement of morale and teach- 
ing technique on the part of all the teachers. 
In any case, the possibility of a Hawthorne 
effect cannot be ruled out either in the present 
experiment or in other studies of educational 
practices. Any educational practice which is 
assessed for effectiveness must be able to show 
some excess of gain over what Hawthorne 
effects alone would yield. 

When the efficacy of an educational prac- 
investigated, we want to know its 
ative to the Hawthorne effect of 
new and important” but the pres- 
sts that another baseline must 
We will want to know, too, 
cacy of an educational prac- 
than that of the easily and 
pulatable expectation of 
ational practices are 
d money than giving 
“who will show 


tice is 
efficacy rel 
“something 
ent paper sugse 
be introduced. 
whether the effi 
tice is greater 
inexpensively mani 
the teacher. Most educ 
more expensive in time an! 


teachers names of children 
” 

unusual intellectual development. ; 
When educational jnnovations are intro- 


duced into ongoing educational systems, it 
seems very likely that the administrators 
whose permission is required, and the teachers 
whose cooperation is required, will expect the 
jnnovation to be effective. If they did not, 
they would be unlikely to give the required 
permission and cooperation. The experimental 
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innovation, then, will likely be confounded with 
favorable expectations regarding their efficacy. 
When educational innovations are intro- 
duced into newly created educational systems 
with specially selected and specially trained 
teachers and administrators, the problems are 
similar. Those teachers, and those adminis- 
trators, who elect to go, and are selected to go, 
into newly created educational systems, are 
likely to have expectations favorable to the 
efficacy of the new program. In this situation 
as that in which changes are introduced into 
pre-existing systems, teachers’ and adminis- 
trators’ expectations are likely to be con- 
founded with the educational innovations. All 
this argues for the systematic employment of 
expectancy control groups, a type of control 
described elsewhere in detail (Rosenthal, 
1966). Without the use of expectancy control 
groups, it is impossible to tell whether the 
results of experiments in educational prac- 
tices are due to the practices themselves or to 
the correlated expectations of the teachers 
who are to try out the educational reforms. 
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But to come to an end, we shall want a 
summary. Perhaps the most suitable summary 
of the hypothesis discussed in this paper and 
tested by the described experiment has already 
been written. The writer is George Bernard 


Shaw, the play is “Pygmalion” and the 
speaker is Eliza Doolittle: 
“You see, really and truly, . . . the differ- 


ence between a lady and a flower girl is not 
how she behaves, but how she’s treated. I 
shall always be a flower girl to Professor 
Higgins, because he... treats me as a 
flower girl, . . . but I know I can be a lady 
to you, because you always treat me as 4 
lady, and always will.” 
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39. SOCIAL-CLASS VARIATION IN THE TEACHER-PUPIL RELATIONSHIP * 


HOWARD S. BECKER 


The major problems of workers in the 
service occupations are likely to be a function 
of their relationship to their clients or 
customers, those for whom or on whom the 
occupational service is performed.: Members 
of such occupations typically have some image 
of the “ideal” client, and it is in terms of this 
fiction that they fashion their conceptions of 
how their work ought to be performed, and 


* Becker, Howard S., Social-Class Variation in 
the Teacher-Pupil Relationship, J. Educ. Sociol- 
ogy, 1952, pp. 451-465. 

‘See Howard S. Becker, “The Professional 
Dance Musician and His Audience,” American 
Journal of Sociology, LVII (September, 1951), 
pp. 136-144 for further discussion of this point. 


their actual work techniques. To the degre? 
that actual clients approximate this ideal the 
worker will have no “client problem.” A 

In a highly differentiated urban society» 
however, clients will vary greatly, and aior 
narily only some fraction of the total ° 
potential clients will be “good” ones. Worker® 
tend to classify clients in terms of the pan! 
in which they vary from this ideal. The fat 
of client variation from the occupational idea 
emphasizes the intimate relation of the inst 
tution in which work is carried on to Ít 
environing society. If that society does ° 
prepare people to play their client roles in w 
manner desired by the occupation’s member" 
there will be conflicts, and problems for t" 
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workers in the performance of their work. 
One of the major factors affecting the pro- 
duction of suitable clients is the cultural 
diversity of various social classes in the 
Society. The cultures of particular social-class 
groups may operate to produce clients who 
make the worker's position extremely difficult. 
. We deal here with this problem as it appears 
in the experience of the functionaries of a 
large urban educational institution, the 
Chicago public school system, discussing the 
Way in which teachers in this system observe, 
Classify and react to class-typed differences 
in the behavior of the children with whom 
they work. The material to be presented is 
hus relevant not only to problems of occu- 
Pational organization but also to the problem 
of differences in the educational opportunities 
available to children of various social-classes. 
h arner, Havighurst and Loeb? and Hollings- 
ead" have demonstrated the manner in which 
= Schools tend to favor and select out chil- 
oint of the middle classes. Allison Davis has 
her to those factors in the class cultures 
ava ved which make lower-class children less 
S middle-class children more adaptable to 
then and behavioral standards of the 
edge : This paper will contribute to knowl- 
Which n this area by analyzing the manner in 
hese the public school teacher reacts to 
Soe differences and, in so doing, 
catio uates the discrimination of our edu- 
nal system against the lower-class child. 


© analysis is based on sixty interviews 


With ¢ 


and ye of the problems of being a teacher 
g taine. not specifically directed toward dis- 
a & feelings about social-class differences 
Students. Since these differences 
Some of the teachers’ most pressing 


Ws Ts, W: 
ites a Shall Be Educated? 
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problems they were continually brought up 
by the interviewees themselves. They typically 
distinguished three social-class groups with 
which they, as teachers, came in contact: (1) 
a bottom stratum, probably equivalent to the 
lower-lower and parts of the upper-lower 
class; (2) an upper stratum, probably equiva- 
lent to the upper-middle class; and (8) a 
middle stratum, probably equivalent to the 
lower-middle and parts of the upper-lower 
class. We will adopt the convention of refer- 
ring to these groups as lower, upper and 
middle groups, but it should be understood 
that this terminology refers to the teachers’ 
classification of students and not to the ordi- 
nary sociological description. 

We will proceed by taking up the three 
problems that loomed largest in the teachers’ 
discussion of adjustment to their students: 
(1) the problem of teaching itself, (2) the 
problem of discipline, and (8) the problem 
of the moral acceptability of the students. 
In each case the variation in the form of and 
adjustment to the problem by the characteris- 
tics of the children of the various class groups 
distinguished by teachers is discussed. 


I 


A basic problem in any occupation is that 
of performing one’s given task successfully, 
and where this involves working with human 
beings their qualities are a major variable 
affecting the ease with which the work can 
be done. The teacher considers that she has 
done her job adequately when she has brought 
about an observable change in the children’s 
skills and knowledge which she can attribute 
to her own efforts: 


Well, I would say that a teacher is successful 
when she is putting the material across to 
the children, when she is getting some re- 
sponse from them. I'll tell you something. 
Teaching is a very rewarding line of work, 
because you can see those children grow 
under your hands. You can see the differ- 
ence in them after you’ve had them for five 
months. You can see where they’ve started 
and where they’ve got to. And it’s all yours. 
It really is rewarding in that way, you can 
see results and know that it’s your work that 
brought those results about. 


She feels that she has a better chance of 
suecess in this area when her pupils are 
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interested in attending and working hard in 
school, and are trained at home in such a way 
that they are bright and quick at school work. 
Her problems arise in teaching those groups 
who do not meet these specifications, for in 
these cases her teaching techniques, tailored 
to the “perfect” student, are inadequate to 
cope with the reality, and she is left with a 
feeling of having failed in performing her 
basic task, 

Davis has described the orientations toward 
education in general, and schoolwork in par- 
ticular, of the lower and middle classes: 


Thus, our educational system, which next to 
the family is the most effective agency in 
teaching good work habits to middle class 
people, is largely ineffective and unrealistic 
with underprivileged groups. Education 
fails to motivate such workers because our 
schools and our society both lack real re- 
wards to offer underprivileged groups. 
Neither lower class children or adults will 
work hard in school or on the job just to 
please the teacher or boss. They are not 
going to learn to be ambitious, to be con- 
scientious, and to study hard, as if school 
and work were a fine character-building 
game, which one plays just for the sake of 
playing. They can See, indeed, that those 
who work hard at school usually have fami- 
lies that already have the occupations, 
homes, and social acceptance that the school 
holds up as the rewards of education. The 
underprivileged workers can see also that 
the chances of their getting enough educa- 
tion to make their attainment of these re- 
wards in the future at all probable is very 
slight. Since they can win the rewards of 
prestige and social acceptance in their own 
slum groups without much education, they 
do not take very seriously the motivation 
taught by the school,* 


As these cultural differences produce varia- 
tions from the image of the “ideal” student, 
teachers tend to use class terms in describing 
the children with whom they work. 

Children of the lowest group, from slum 
areas, are characterized as the most difficult 
group to teach successfully, lacking in interest 


° Allison Davis, “The Motivation of the Under- 
privileged Worker,” Industry and Society, ed. 
William F. Whyte (New York: McGraw-Hill 
Book Co., 1947), p. 99. 
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in school, learning ability, and outside train 

ing: 
They don’t have the right kind of study ian 
its. They can’t seem to apply them ewe 
well. Of course, it’s not their fault; ar- 
aren't brought up right. After all, the a 
ents in a neighborhood like that really ane 
interested. . . . But, as I say, those ns : 
don’t learn very quickly. A great me An 
them don’t seem to be really intere oe ay 
getting an education. I don’t thin i 
are. Its hard to get anything agne s 
children like that. They simply don 
spond. 


wms used +? 
In definite contrast are the terms us| 
describe children of the upper group: 


, 
In a neighborhood like this sangeet Jike 
thing about the children, you just a 
you’re accomplishing so much mor that it 
throw an idea out and you can ee you're 
takes hold. The children know wha Then 
talking about and they think about i ‘es and 
they come in with projects and pien makes 
additional information, and it jus ma 
you feel good to see it. They go ne you're 
see things, and they know wha ight pe 
talking about, For instance, you T azi 
teaching social studies or geogtapi “says 
You bring something up and a ier jn the 
“Oh, my parents took me to see A ma 
museum.” You can just do more W! 
terial like that. pilare? 
Ambivalent feelings are aroused by ore to 
of the middle group. While monna i out 
work hard in school they lack the proP 
of-school training: 


ce 
Well, they're very nice here, vein ye 
They're not hard to handle. You see, th? sye 
taught respect in the home ana to wor 
respectful to the teacher. They wan not t9 
and do well. . . . Of course, they Tan they 
brilliant. You know what I mean. š 


: 5 wo! 
are very nice children and very easy 
with. 


ake 
In short, the differences between groups 7 ful 
it possible for the teacher to feel gute with 
at her job only with the top group: jesse" 
the other groups she feels, in greater 0 
measure, that she has failed. scho?! 
These differences in ability to do jmp, 
work, as perceived by teachers, have é frst 
tant consequences, They lead, in w ech” 
Place, to differences in actual teachin& 
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niques. A young high school teacher con- 
trasted the techniques used in “slum” schools 
with those used in “better” schools: 


At S z , there were a lot of guys who 
were just waiting till they were sixteen sa 
they could get out of school. L——, every- 
body—well, a very large percentage, I’ll say 
was going on to secondary school, to col- 
lege. That certainly made a difference in 
their classroom work. You had to teach 
differently at the different schools. For in- 
angs, at S , if you had demonstra- 
foni in chemistry they had to be pretty 
ashy, lots of noise and smoke, before they’d 
get interested in it. That wasn’t necessary 
e daen Orat S : if you were hav- 
H a eit or something like that you 
out one the static electricity machine 
he an have them all stand around and hold 
nds so that they’d all get a little jolt. 
dig tte, the teacher feels that where these 
bree sett are recognized by her superiors 
tive lbea corresponding variation in the 
bee of work she is expected to accomplish. 
effort oe that the amount of work and 
s e eed of her will vary inversely with 
Social status of her pupils. This teacher 


compar 
el pared Schools from the extremes of the 
ass range: 


S 

T to be on your toes and keep up 

of st Fa you’re supposed to be in the course 
Udy. Now, in a school like the D. 


[sl 
come School] you're just not expected to 
sible ete all that work. It’s almost impos- 


We're Pe Ms preg in the second grade 
a Week. W $ to cover nine spelling words 
Bee el I can do that up here at the 
tiine nel better” school]. They can take 
ever ina ot a week. But the best class 
achieve i at the D was only able to 
work Di rn words a week and they had to 
finished etty hard to get that. So I never 
Couldn't ad year’s work in spelling. I 
ne re f nd I really wasn’t expected to. 
less ig Sultant of this situation—in which 
dents a. rected of those teachers whose stu- 
Problem nen difficult to teach—is that the 
Brade, a ecomes more aggravated in each 
Should S the gap between what the children 
becomes now and what they actually do know 
Such 9 x roe and wider. A principal of 
ft te 00l describes the degeneration there 
aching problem into a struggle to get 
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a few basic skills across, in a situation where 
this cumulative effect makes following the 
normal program of study impossible: 


The children come into our upper grades 
with very poor reading ability. That means 
that all the way through our school every- 
body is concentrating on reading. It’s not 
like at a school like S [middle group] 
where they have science and history and so 
on. At a school like that they figure that 
from first to fourth you learn to read and 
from fifth to eighth you read to learn. You 
use your reading to learn other material. 
Well, these children don’t reach that second 
stage while they’re with us. We have to 
plug along getting them to learn to read. 
Our teachers are pretty well satisfied if the 
children can read and do simple number 
work when they leave here. You’ll find that 
they don’t think very much of subjects like 
science, and so on. They haven’t got any 
time for that. They’re just trying to get 
these basic things over. . . . That’s why our 
school is different from one like the S 


Such consequences of teachers’ differential 
reaction to various class groups obviously 
operate to further perpetuate those class- 
cultural characteristics to which they object 


in the first place. 


Il 


Discipline is the second of the teachers’ 
major problems with her students. Willard 
Waller pointed to its basis when he wrote that 
“Teacher and pupil confront each other in 
the school with an original conflict of desires, 
and however much that conflict may be reduced 
in amount, or however much it may be hidden, 
it still remains.”? We must recognize that 
conflict, either actual or potential, is ever pres- 
ent in the teacher-pupil relationship, the 
teacher attempting to maintain her control 
against the children’s efforts to break it. 
This conflict is felt even with those children 
who present least difficulty; a teacher who 


7Willard Walter, Sociology of Teaching (New 
York: John Wiley and Sons, 1932), p. 197. 

s Although all service occupations tend to have 
such problems of control over their clients, the 
problem is undoubtedly aggravated in situations 
like the school where those upon whom the service 
is being performed are not there of their own 
volition, but rather because of the wishes of some 
other group (the parents, in this case). 
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considered her pupils models of good behavior 
nevertheless said: 
But there’s that tension all the time. Be- 
tween you and the students. It’s hard on 
your nerves. Teaching is fun, if you enjoy 
your subject, but it’s the discipline that 
keeps your nerves on edge, you know what 

I mean? There’s always that tension. Some- 

times people say, “Oh, you teach school. 

That’s an easy job, just sitting around all 

day long.” They don’t know what it’s really 

like. It’s hard on your nerves. 

The teacher is tense because she fears that 
she will lose control, which she tends to 
define in terms of some line beyond which she 
will not allow the children to go. Wherever 
she may draw this line (and there is consider- 
able variation), the teacher feels that she has 
a “discipline” problem when the children at- 
tempt to push beyond it. The form and in- 
tensity of this problem are felt to vary from 
one social-class group to another, as might be 
expected from Davis’ description of class em- 
phases on aggression: 


In general, middle-class aggression is taught 
to adolescents in the form of social and eco- 
nomic skills which will enable them to com- 
pete effectively at that level. . . . In lower- 
class families, physical aggression is as 
much a normal, socially approved and so- 
cially inculeated type of behavior as it is in 
frontier communities.’ 
These differences in child training are matched 
by variation in the teachers’ reactions. 
Children in “slum” schools are considered 
most difficult to control, being given to un- 
restrained behavior and physical violence. 
The interviews are filled with descriptions of 
such difficulties. Miriam Wagenschein, in a 
parallel study of the beginning school teacher, 
gave this summary of the experiences of these 
younger teachers in lower-class schools: 


The reports which these teachers give of 
what can be done by a group of children 
are nothing short of amazing. A young 
white teacher walked into her new classroom 
and was greeted with the comment, “Another 
damn white one.” Another was “rushed” at 
her desk by the entire class when she tried 
to be extremely strict with them. Teachers 
report having been bitten, tripped, and 


° Allison Davis, Social-Class Influence Upon 
Learning, pp. 34-5. 
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pushed on the stairs. Another gave an 
account of a second grader throwing a milk 
bottle at the teacher and of a first grader 
having such a temper tantrum that it took 
the principal and two policemen to get him 
out of the room. In another school following 
a fight on the playground, the principal took 
thirty-two razor blades from children in a 
first grade room. Some teachers indicated 
fear that they might be attacked by irate 
persons in the neighborhoods in which they 
teach. Other teachers report that their 
pupils carry long pieces of glass and have 
been known to threaten other pupils with 
them, while others jab each other with hypo- 
dermic needles. One boy got angry with his 
teacher and knocked in the fender of her 
car 


In these schools a major part of the teacher's 
time must be devoted to discipline; as que 
said: “It’s just a question of keeping them in 
line.” This emphasis on discipline detracts 
from the school’s primary function of teach- 
ing, thus discriminating, in terms of available 
educational opportunity, against the children 
of these schools. 

Children of the middle group are thought 
of as docile, and with them the teacher has 
least difficulty with discipline: 


Those children were much quieter, easier 
to work with. When wed play our little 
games there was never any commotion. That 
Was a very nice school to work in. Every- 
thing was quite nice about it. The children 
were easy to work with. . . . 


Children of the upper group are felt hard to 
handle in some respects, and are often termed 
“spoiled,” “overindulged,” or “neurotic”; 
they do not play the role of the child in the 
submissive manner teachers consider appro" 
priate. One interviewee, speaking of this 
group, said: 


I think most teachers prefer not to teach 
in that type of school. The children are 
more pampered and, as we say, more in- 
clined to run the school for themselves. The 
parents are very much at fault. The children 
are not used to taking orders at home an 


naturally they won’t take them at schoo 
either. 


* Miriam Wagenschein, “Reality Shock” (Un 
published M. A. thesis, University of Chicag® 
1950), pp. 58-9. 
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Teachers develop methods of dealing with 
these discipline problems, and these tend to 
vary between social-class groups as do the 
Problems themselves. The basic device used 
by successful disciplinarians is to establish 
authority clearly on the first meeting with 
the class: 


You can’t ever let them get the upper hand 
on you or you’re through. So I start out 
tough. The first day I get a new class in, 
I let them know who’s boss. . . . You've got 
to start off tough, then you can ease up as 
you go along. If you start out easy-going, 
when you try to get tough they'll just look at 
you and laugh. 
H 


Having once established such a relation, it 
S considered important that the teacher be 
anien] in her behavior so that the chil- 
“ren will continue to respect and obey her: 


I let them know I mean business. That’s 
one thing you must do. Say nothing that 
TR Won’t follow through on. Some teachers 
Mig Say anything to keep kids quiet, they’ll 
reaten anything. Then they can’t or won't 
arry out their threats. Naturally, the chil- 
ren won’t pay any attention to them after 
ies You must never say anything that 
u won’t back up. 


In 3 
E difficult “slum” schools, teachers feel 
necessity of using stern measures, up to 


and i ‘ 1 
g d including physical violence (nominally 
utlawed) : 


nechnically you’re not supposed to lay a 
üt Tos a kid. Well, they don’t, technically. 
kiq here are a lot of ways of handling a 
So that it doesn’t show—and then it’s 
i teacher’s word against the kid’s, so the 
asn’t got a chance. Like dear Mrs. 
out in She gets mad at a kid, she takes him 
againg the hall. She gets him stood up 
chuch one wall. Then she’s got a way of 
So Sat the kid under the chin, only hard, 
Wall at it knocks his head back against the 
When t doesn’t leave a mark on him. But 
hardly «Comes back in that room he can 
really. See straight, he’s so knocked out. It’s 
like ihar TEk: There’s a lot of little tricks 
er at that you learn about. 
recours Such devices are not used, there is 
lashings » to violent punishment, “tongue 
“Moti S." All teachers, however, are not 
Must ae equipped for such behavior and 
nd other means: 
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The worst thing I can do is lose my temper 
and start raving. . . . You’ve got to believe 
in that kind of thing in order for it to 
work. . . . If you don’t honestly believe it 
it shows up and the children know you don’t 
mean it and it doesn’t do any good anyway. 
... I try a different approach myself. 
Whenever they get too rowdy I go to the 
piano and . . .play something and we have 
rhythms or something until they sort of set- 
tle down. .. . That’s what we call “soft- 
soaping” them. It seems to work for me. 
It’s about the only thing I can do. 


Some teachers may also resort to calling in 
the parents, a device whose usefulness is 
limited by the fact that such summonses are 
most frequently ignored. The teacher’s dis- 
ciplinary power in such a school is also limited 
by her fear of retaliation by the students: 
“Those fellows are pretty big, and I just 
think it would take a bigger’ person than me to 
handle them. I certainly wouldn’t like to try.” 

In the school with children of the middle 
group no strong sanctions are required, mild 
reprimands sufficing: 


Now the children at Z here are quite 
nice to teach. They’re pliable, yes, that’s 
the word, they’re pliable. They will go along 
with you on things and not fight you. You 
can take them any place and say to them, 
“I’m counting on you not to disgrace your 
school. Let’s see that Z- spirit.” And 
they’ll behave for you. ... They can be 
frightened, they have fear in them. They’re 
pliable, flexible, you can do things with them. 
They’re afraid of their parents and what 
they’ll do to them if they get into trouble 
at school. And they’re afraid of the ad- 
ministration. They’re afraid of being sent 
down to the principal. So that they can be 
handled. 


Children of the upper group often act in a 
way which may be interpreted as “misbe- 
havior” but which does not represent a con- 
scious attack on the teacher’s authority. 
Many teachers are able to disregard such 
activity by interpreting it as a natural con- 
comitant of the “brightness” and “intelli- 
gence” of such children. Where such an inter- 
pretation is not possible the teachers feel 
hampered by a lack of effective sanctions: 


I try different things like keeping them out 
of Re gym period or a recess period. But that 
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doesn’t always work. I have this one little 
boy who just didn’t care when I used those 

punishments. He said he didn’t like gym 

anyway. I don’t know what I’m going to do 
with him. 
The teacher’s power in such schools is further 
limited by the fact that the children are able 
to mobilize their influential parents so as to 
exert a large degree of control over the ac- 
tions of school personnel. 

It should be noted, finally, that discipline 
problems tend to become less important as 
the length of the teacher’s stay in a particular 
school makes it possible for her to build a 
reputation which coerces the children into 
behaving without attempting any test of 
strength :1! 


I have no trouble with the children. Once 
you establish a reputation and they know 
what to expect, they respect you and you 
have no trouble. Of course, that’s different 
for a new teacher, but when you’re estab- 
lished that’s no problem at all. 


Il 


The third area of problems has been termed 
that of moral acceptability, and arises from 
the fact that some actions of one’s potential 
clients may be offensive in terms of some 
deeply felt set of moral standards; these 
clients are thus morally unacceptable. 
Teachers find that some of their pupils act 
in such a way as to make themselves unac- 
ceptable in terms of the moral values centered 
around health and cleanliness, sex and ag- 
gression, ambition and work, and the relations 
of age groups. 

Children of the middle group present no 
problem at this level, being universally de- 
scribed as clean, well dressed, moderate in 
their behavior, and hard working. Children 
from the “better” neighborhoods are con- 
sidered deficient in the important moral traits 
of politeness and respect for elders: 


Where the children come from wealthy 
homes. That’s not so good either. They’re 
not used to doing work at home. They have 


"This is part of the process of job adjustment 
described in detail in Howard S. Becker, “The 
Career of the Chicago Public School Teacher,” 
American Journal of Sociology, LVII (March 
1952). 
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maids and servants of all kinds and they're 
used to having things done for them, instead 
of doing them themselves. . . . They won't 
do anything. For instance, if they drop 4 
piece of cloth on the floor, they'll just let 
it lay, they wouldn’t think of bending ove? 
to pick it up. That’s janitor’s work to them. 
As a matter of fact, one of them said to 
me once: “If I pick that up there wogldn i 
be any work for the janitor to do.” We , 
it’s pretty difficult to deal with children like 
that. 


Further, they are regarded as likely to gans 
gress what the teachers define as mora 
boundaries in the matter of smoking a” 
drinking; it is particularly shocking that 
such “nice” children should have such ps 

It is, however, the “slum” child who no 
deeply offends the teacher’s moral sensibil- 
ities; in almost every area mentioned above 
these children, by word, action or appearance 
manage to give teachers the feeling that they 
are immoral and not respectable. In a es 
of physical appearance and condition they 
disgust and depress the middle-class teacher 
Even this young woman, whose emancipatie 
from conventional morality is symbolized z2 
her habitual use of the argot of the oe 
musician, was horrified by the absence S a 
toothbrush from the lives of her lower-¢!™ 
students: f 

It’s just horribly depressing, you knov you 


th- 
an example. A kid compained of a t0° 


ache one day. Well, I thought I coul is 
a look and see if I could help him or ‘ 
thing so I told him to open his mou Bis 


almost wigged when I saw his mouth. 


only his baby teeth and Ma said he 
need a toothbrush for that. So I reall 
upset and looked in all their mouths. re å 
I never saw anything like it. They We” any, 
like that, practically. I asked how A of 
had toothbrushes, and about a quarte” pd 
them had them. Boy, that’s terrible. + er, 
I don’t dig that crap about baby teeth €!" en 
because they start getting molars a 
they’re six, I know that. So I gave f 
talking to, but what good does it do! aver 
kid’s mouth was just rotten. They ntis” 
heard of a toothbrush or going to 4 a 


THE PSYCHOLOGY OF TEACHING AND THE TEACHER 


These children, too, are more apt than the other 
groups to be dishonest in some way that will 
get them into trouble with law enforcement 
Officials. The early (by middle-class stand- 
ards) sexual maturity of such children is 
quite upsetting to the teacher: 


One thing about these girls is, well, some 
of them are not very nice girls. One girl in 
class I’ve had two years now. She makes 
Ta money on the side as a prostitute. She’s 
ra several children. . . . This was a dis- 
urbing influence on the rest of the class. 


= teachers reported great shock on finding 
at words which were innocent to them had 


obse ae : 
Sinks meanings for their lower-class stu- 


ge to read them a story one day. I 
e ed, reading them “Puss in Boots” and 
unde Just burst out laughing. I couldn’t 
a es what I had said that had made 
Sat urst out like that I went back over 
e I ory and tried to find out what it might 
them sould t see anything that would make 
in the oe I couldn’t see anything at all 
asked Story. Later one of the other teachers 
of th me what had happened. She was one 
nos., older teachers. I told her that I didn’t 
and + Seca I was just reading them a story 
She a i thought it was extremely funny. 
I told ae me what story I read them and 
“Oh, T er “Puss in the Boots.” She said, 
that o should have warned you not to read 
ing e It seems that Puss means some- 
awful a to them. It means something 
—I wouldn’t even tell you what. It 


a wee a thing to us.!? 

e88 the sc and Loeb note that “un- 

€ must e-class values change in America, 

favo, oe the influence of the schools to 

Vid e values of material success, indi- 
713 


Man 
Y of these children don’t realize the 


Woy 

A im a an education. They have no desire 
a themselves. And they don’t care 
about school and schoolwork as a re- 


2 
Intepy; 

of common by Miriam Wagenschein. The lack 

Breat Meanings in this situation symbolizes 

wher a cultural and moral distance between 

Op, 224 “slum” child. 
"bbls D. Dp 
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sult. That makes it very difficult to teach 
them. 

That kind of problem is particularly bad 
in a school like . That’s not a very 
privileged school. It’s very under-privileged, 
as a matter of fact. So we have a pretty 
tough element there, a bunch of bums, I 
might as well say it. That kind you can’t 
reach at all. They don’t want to be there 
at all, and so you can’t do anything with 
them. And even many of the others— 
they’re simply indifferent to the advantages 
of education. So they’re indifferent, they 
don’t care about their homework. 


This behavior of the lower-class child is 
all the more repellent to the teacher because 
she finds it incomprehensible; she cannot 
conceive that any normal human being would 
act in such a way. This teacher stresses the 
anxiety aroused in the inexperienced teacher 
by her inability to provide herself with a 
rational explanation for her pupils’ behavior: 


We had one of the girls who just came to 
the school last year and she used to come 
and talk to me quite a bit. I know that it 
was just terrible for her. You know, I don’t 
think she’d ever had anything to do with 
Negroes before she got there and she was 
just mystified, didn’t know what to do. She 
was bewildered. She came to me one day 
almost in tears and said, “But they don’t 
want to learn, they don’t even want to learn. 
Why is that?” Well, she had me there. 


It is worth noting that the behavior of the 
“better” children, even when morally unac- 
ceptable, is less distressing to the teacher, 
who feels that, in this case, she can produce a 
reasonable explanation for the behavior, An 
example of such an explanation is the fol- 
lowing: 
I mean, they’re spoiled, you know. A great 
many of them are only children. Naturally, 
they're used to having their own way, and 
they don’t like to be told what to do. Well, 
if a child is in a room that I’m teaching he’s 
going to be told what to do, that’s all there 
is to it. Or if they’re not spoiled that way, 
they’re the second child and they never got 
the affection the first one did, not that their 
mother didn’t love them, but they didn’t get 
as much affection, so they’re not so easy to 


handle either. 
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IV 


We have shown that school teachers ex- 
perience problems in working with their stu- 
dents to the degree that those students fail 
to exhibit in reality the qualities of the image 
of the ideal pupil which teachers hold. In a 
stratified urban society there are many groups 
whose life-style and culture produce children 
who do not meet the standards of this image, 
and who are thus impossible for teachers like 
these to work with effectively. Programs of 
action intended to increase the educational 
opportunities of the under-privileged in our 
society should take account of the manner in 
which teachers interpret and react to the 
cultural traits of this group, and the insti- 
tutional consequences of their behavior.14 
Such programs might profitably aim at pro- 
ducing teachers who can cope effectively with 
the problems of teaching this group and not, 
by their reactions to class differences, per- 
petuate the existing inequities, 


“One of the important institutional conse- 
quences of these class preferences is a constant 
movement of teachers away from lower-class 
schools, which prevents these schools from retain- 
ing experienced teachers and from maintaining 
some continuity in teaching and administration. 


40. SEX DIFFERENCE IN THE DISTRIBUTI 
DISAPPROVAL AMONG SIXTH 


Ww. 


This study was designed to investigate the 
relative frequency of women teachers’ ap- 
proval and disapproval evaluations of sixth- 
grade male as contrasted with female pupils. 
The relevant data for this study were obtained 
by means of two independent techniques: 


* Meyer, W. J. and Thompson, G. C., “Sex 
Difference in the Distribution of Teacher Ap- 
proval and Disapproval Among Sixth Grade Chil- 
dren,” Journal of Educational Psychology, 1959, 
47, pp. 385-396. 


EDUCATIONAL PSYCHOLOGY 


A more general statement of the findings 18 
now in order. Professionals depend on their 
environing society to provide them with clients 
who meet the standards of their image of the 
ideal client. Social class cultures, among other 
factors, may operate to produce many clients 
who, in one way or another, fail to meet these 
specifications and therefore aggravate one z 
another of the basic problems of the worker- 
client relation (three were considered in this 
paper). ne 

In attacking this problem we touch on © 
of the basic elements of the relation betwee? 
institutions and society for the differentia 
between ideal and reality place in high relie 
the implicit assumptions which institutin 
through their functionaries, make about a 
society around them. All institutions he 
embedded in them some set of assumption 
about the nature of the society and the in et 
viduals with whom they deal, and we must rS 
at these assumptions, and their embodiment to 
actual social interaction, in order fully an, 
understand these organizations. We aa 
perhaps, best begin our work on this ae 
by studying those institutions which, like i 
school, make assumptions which have A 
visibility because of their variation f! 
reality. 


ON OF TEACHER APPROVAL AND 
GRADE CHILDREN * 


J. MEYER AND G. C. THOMPSON 


thirty hours of direct observation of aae 
pupil interactions in each of three cas ese 
and, the use of a modification of the ' dre? 
Who?” technique to determine if the chil ces 
themselves were aware of any sex differe? 


t ] : rove 

in their teachers’ approval and disapP? 

evaluations, ong 
There is considerable agreement a™ 


the 
Psychologists that the use of approval DY DIY 
teacher results in better learning and PrO 92 if 
in better over-all adjustment (Hurlock, 
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Ojemann and Wilkinson, 1939). Some studies 
(Olson and Wilkinson, 1938; Snyder, 1947) 
have shown that personal maladjustments in 
teachers have deleterious effects on the ad- 
Justment level of the children in their classes. 
In a series of studies by Anderson and 
Brewer (1945, 1946) and Anderson, Brewer, 
and Reed (1946), using a sample of kinder- 
Sarten-age children, the data indicate that 
teachers typically use statements of a domin- 
ahi nature in their interactions with the 
children in their classes. Anderson further 
reports that the teachers in his study tended 
to levy most of their dominative and/or inte- 
<p ae overtures on only a few pupils to the 
Same neglect of the other children in the 
én room. Further evidence of this nature is 
a orted in a study by deGroat and Thompson 
Per using four sixth-grade classrooms. In 
airan to reporting inequities in teacher 
teaches and disapproval they also found that 
who aee: give more praise to the youngsters 
achieves brighter, better adjusted and higher 
duller ers. The more poorly adjusted and the 
Vesti children were observed by these in- 
“Bators to receive more disapproval from 
elr teachers, 
to s at piney of the present investigation is 
teachers more light on the ways in which 
classrog. respond toward the pupils in their 
een p ms. Extensive research findings have 
Bisten one in the literature’ which con- 
Y show that boys are more aggressive 
girls generally more “unmanageable” than 
-© It is our hypothesis that this “mas- 
ehavior will result in male pupils 
a larger number of dominative, or 
» contacts than girls from their 
mi r, who is usually a woman from the 
t © socio-economic stratum of our society. 
'S, we feel that the behavior of boys in 
tees classroom is of such a nature as 
Probably it less acceptable to teachers who 
clasg Y attempt to perpetuate certain middle- 
be yi endards of what “good” classroom 
‘or should be. We believe that girls 
: display behavior more in conformity 
Verge andards perceived as “good” by the 
Theres elementary school teacher and will 
re receive fewer disapproval contacts 


i 
Go 
(194g) Cnough (1931); Hayes (1943); Radke 
* Dears (1951); Tuddenham (1952). 
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and more contacts from their 
teachers. 

Assuming that the above hypotheses are 
supported by the data we would also predict 
that children of elementary school age will 
recognize, and take for granted, that boys 
receive more disapproval and blame from their 
teachers than girls. 


approval 


EXPERIMENTAL PROCEDURE 


In order to test the hypothesis that boys 
receive a larger number of dominative, or 
disapproval, evaluations from their teachers 
than do girls, teacher-pupil interaction within 
three sixth-grade classrooms were recorded 
for a total sample of thirty hours per class- 
room. These time samples of classroom be- 
havior were spread over an entire school 
year. Among other things being studied, 
interactions between teachers and pupils were 
classified into two categories: (a) praise 
contacts (teacher initiated interactions with 
a child in which she verbally expressed ap- 
proval of some behavior which the child had 
displayed), and (b) blame contacts (teacher 
initiated interactions with a child in which she 
verbally expressed disapproval for some bit 
of behavior which the child had displayed). 
Observer agreement for the praise classifica- 
tion ranged from eighty-four to one hundred 
per cent with a median of approximately 
ninety-two per cent. Observer agreement for 
the blame classification ranged from fifty- 
seven to one hundred per cent, with a median 
of approximately ninety-three per cent. 

In an attempt to cast some light on chil- 
dren’s perceptions of any sex differences in 
teacher disapproval, a modified “Guess Who?” 
approach was employed. The “Guess Who?” 
approach used in this study required each 
child to nominate fellow class members for a 
number of situations in which children are 
receiving approval or disapproval from their 
teacher for some behavior. (See deGroat and 
Thompson [1949] for a more complete descrip- 
tion of these scales and information about 
their reliabilities.) The behavior descriptions 
were selected on the basis of their familiarity 
to children and contain a fairly representative 
sample of situations in which children typ- 
ically receive either approval or disapproval 
from their teachers. Each child was required 
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TABLE 1 Sex differences in frequency of teachers’ disapproval contacts. 
Classroom A Classroom B Classroom C 
Boys Girls Boys Girls Boys Girls 
6 
10 9 12 14 17 1 
ee 11.10 2.67 10.75 2.79 10.06 ye 
S.D. 7.62 2.18 9.27 2.42 14.42 pees 
t 7 3.20** 3.11** 2.37% 
F 12.22** 14.67** 130.36** 
tort 3.30 3.10 2.92 


* Significant at the five percent level. 
** Significant at the one per cent level. 
t See footnote 2, 


to list the names of four of his classmates 
whom he thought fitted each of the behavior 
descriptions most adequately. 


RESULTS 


Fisher’s test was used to determine the 
reliability of the obtained sex differences.? 
The difference between disapproval contacts 
received by boys and by girls from their 
teachers was statistically significant in each 
of the three classrooms. As predicted, the 
boys received the larger number of disap- 
proval contacts. These differences may be 


* This test assumes that the samples being com- 
pared are homogeneous with respect to their 
variances, Frequently this assumption had to be 
rejected in some of the group comparisons. In 
such cases a more conservative test of significance 
was used which makes some allowance in the 
error term for heterogenicity of variance. This 
technique is presented in detail in Cochran and 


interpreted according to our hypothesis a 
supporting the notion that teachers are the 
sponding with counter-aggression to The 
greater expression of aggression by boys- 1s’ 
results obtained in analyzing the teachers 
praise contacts with boys and girls ane: Pily 
sented in Table 2. The only gianni a 
significant differences obtained for this V re- 
able was in school B. However the boys ac 
ceived more praise than the girls in ners 
of the classrooms. It may be that the eee * 
are attempting to reinforce any positive 
havior that the boys may display. o may 
tendency to praise boys more than girls feel- 
reflect compensatory behavior for guilt sive 
ings created in the teacher by her oe T 
aggressiveness towards boys. Either ‘ther 
pretation, or any one of the several ae 
that could be offered, is highly speculative: 
The data presented above are based 0? 


this 


Cox (1950). extensive observations of an objective 
TABLE 2 Sex differences in frequency of teachers’ approval contacts. 
Classroom A Classroom B Classroom Č 

Boys Girls Boys Girls Boys Girls 
N 10 9 12 14 17 y 
Mean 9.90 9.67 10.50 5.50 3.71 pe 
SD. 6.10 7.65 5.33 2.53 2.95 18 
t 0.074 2.50* 1.15 
F 1.57 4.43%* 2.19 
tof ma 


* Significant at the five percent level. 
** Significant at the one per cent level. 
+ See footnote 2. 
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TABLE 3 Sex differences in children’s nominations for teacher disapproval. 


Classroom A 


Classroom B Classroom C 


Boys Girls Boys Girls Boys Girls 
N 

10 9 12 14 17 16 
Se 21.60 5.33 42.33 9.71 33.82 5.18 
A 13.33 5.68 43.06 8.13 55.87 8.26 
P 3.89** 2.79** 2.03 
ne 5.51** 28.07** 19.21%" 

; 3.26 3.10 


ke 
Significant at the one per cent level. 
+ See footnote 2. 


nA who played no functional role in the 
bie be The data presented in the follow- 
ean Bos reflect the teachers’ approval and 

*Pproval contacts as viewed by their pupils. 


“GUESS WHO?” DATA 


er an of the “Guess Who?” data was 
obtained b along the same lines as the data 
he y direct observation. A comparison 
a xT te a nominations of their peers on 
Rnifien Pproval items revealed statistically 
or Mite differences between boys and girls 
in eee the three schools. This can be 
viewed fe as showing that the boys are 
as bein y the girls as well as by their peers 
Evoke rs involved in more situations which 
ive ee from their teachers. 
items cae of the children’s responses to the 
Significant ed to teacher approval produced no 
final differences between boys and girls. 
analysis of the “Guess Who?” data 


si 


how boys as contrasted with girls perceived 
the teacher’s approval and disapproval biases. 
The choices made by the boys and by the 
girls for the approval and disapproval items 
were separately analyzed. It seemed un- 
reasonable to use the t test in this situation 
because of the unequal numbers of boys and 
girls in the classroom. Therefore the groups 
were equated by converting the frequencies 
of nominations to percentages and working 
with percentage differences. 

The results of the statistical analysis of 
boys nominations on the disapproval items 
show that boys respond as if they usually 
received more blame from teachers than do 
girls. It would appear that boys are quite 
sensitive to the disapproval of their teachers. 
Table 5 shows that the girls also respond as 
if boys receive more teacher disapproval. 

There is little consistency in the nomina- 
tions made by the boys for the praise items. 


Was ra 
Performed in an attempt to determine In schools B and C the boys react as though 
TABLE 4 Sex differences in children’s nominations for teacher approval. 

Classroom A Classroom B Classroom C 

N Boys Girls Boys Girls Boys Girls 

Mean 10 9 12 14 17 16 

S.D, 11.00 34.33 23.58 31.42 23.71 21.60 

? 12.93 32.64 18.51 25.08 35.75 25.70 

P 2.09 0.856 0.242 

tot 6.376** 1.835 19.35** 

kk 


Signi 
A enificant at the one per cent level. 
€ footnote 2, 


312 EDUCATIONAL PSYCHOLOGY 
TABLE 5 Choices made by boys and girls on teacher disapproval items. 
Classroom A Classroom B Classroom C 
ir] ir Boys Girls 
Boys Girls Boys Girls ys p 
Choosing Choosing Choosing Choosing Choosing Choosing 
B G BG BS e B G B G B G 
16 17 16 
N 8 9 8 9 14 12 14 12 17 19 
% 89.77 23.23 83.09 16.91 88.37 11.63 73.05 26.95 88.70 11.20 82.21 no 
CR 5.60** 3.64** 6.10** 2.65** 7.03** 4.8 


Significant at the one per cent level. 


they typically receive more praise than girls, 
although this difference is not statistically 
significant. In contrast to the boys’ responses, 
the girls feel that they receive more praise, 
particularly in school B where the difference 
is statistically significant. These results 
might be interpreted as meaning that chil- 
dren fail to recognize any definite dichotomy 
in the teacher’s distribution of praise contacts. 


DISCUSSION 


The general findings of this study support 
the hypothesis that the male pupil receives 
reliably more blame from his teacher than 
the female pupil. Moreover, the boys recog- 
nize that they are the recipients of a higher 
incidence of teacher disapproval. We feel 
that these data lend indirect support to the 
notion that “masculine” behavior is not toler- 
ated by the typical teacher who in turn at- 
tempts to inhibit such behavior by means of 
punishment. 

Davis and Havighurst (1947) have dis- 
cussed at length the divergence of cultural 


TABLE 6 Choices made by boys and 


mores between lower-class children and m 
middle-class teachers. Their work may als 
be summarized in the assertion that the ane 
defined by the middle-class teacher do Jass 
receive reinforcement from the CLE ee 
child’s peer group or from his family. ear 
initiation of punishment for cairo 
only serves to reinforce an already exis eer 
dislike for school and further leads to Aa 
group reinforcement. A similar (but HY tee 
means identical) interpretation appeata S's 
vant to the present discussion. Our si þe- 
definitions of acceptable male and oar ect 
havior are divergent particularly with ria 
to aggression. For example Radke r pa 
in her monograph on the relationship © tha 
rental authority to child behavior reports giver 
the fathers in her sample felt that ageres was 
assertive behavior on the part of eee 
less undesirable than the identical e gh? 
in girls (and in many cases was deemed eee 
desirable). The mothers felt that wig t 
was unacceptable behavior in either A age 
in general they were in agreement th@ 


by girls on teacher approval items. 


Classroom A 


Classroom B 


Classroom C 


Boys Girls Boys Girls Boys er 
Choosing Choosing Choosing Choosing Choosing Choo 
G 
B G RBR G Bog E gG BG Z : 
6 
N 8 9 8 9 1716 4 12 4 12 7 53.17 
m 369a BAUL GLT the BIE Las Ghee Tsi Feo 43.04 46.22 
GR 1.11 1.38 0.88 3.01** 0.72 % 


** Significant at the one per cent level. 
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gressive behavior is more unacceptable in 
girls. In another study specifically related to 
the notion that aggressive behavior is more 
unacceptable in the female culture is a study 
by Sears, Pintler, and Sears (1946). These 
writers predicted that in father-absent homes, 
wherein the child is brought up by the mother, 
boys would be less aggressive than in father- 
Present homes in which the boy models his 
behavior after the father. The results of their 
study Support the “sex-typing” hypothesis as 
Presented above. Bach (1946) reports similar 
evidence in support of the “sex-typing” hy- 
piteeaiss Apparently the social mores of the 
Ypical female teacher, at least with respect 
E ee assertive behavior, are in sharp 
oe to the behavioral tendencies of the 
som ; male youngsters. The behavioral 
ii IR of the female child are, however, 
Se agreement with those of her teachers. 
ak that the above generalization accounts 
Shua : igh degree for the data reported in this 
ha Our argument becomes somewhat 
and =e when the work of Wickman (1938) 
inch ne low-up study by Mitchell (1942) are 
ors a in the discussion. These investiga- 
oe ound that teachers perceive aggressive 
witha arming behavior as more serious than 
Sri behavior. More recently Kaplan 
chil “1952) has reported that the aggressive 
Winter deemed annoying to almost three- 
Wiens 1. the teachers in his sample. The 
teachers investigation suggests that perhaps 
children react to the aggressive behavior of 
Circle g With counter-aggression, a vicious 
Or both pupil and teacher. 
ce with the above interpretation is 
e Se amount of variation found among 
Pupils i: pupils as contrasted with female 
father -D a culture such as ours in which the 
the eee from the home during most of 
Stances © Waking hours (and in some in- 
Ungst Pays only cursory attention to the 
at Ta when at home), it appears obvious 
irec] a the male and female child are more 
ho eg Influenced by the mother. Many boys, 
Cr, will be influenced more by their 


e 


on 

time r guzh there is insufficient evidence at this 

phate © Present writers feel that the factor of 

shoulg Sex defferences in aggressive tendencies 

“ugga Rot be overlooked. See Beach (1948) for 
Stive findings, 
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fathers and peer culture than by the mother 
because of identification with the masculine 
role in our culture. Our belief is that these 
more “masculine” boys are the ones who 
receive the greater share of teacher disap- 
proval. Such an interpretation appears con- 
sistent with the work of Sears, Pintler, and 
Sears (1946) and Bach (1946). 

The foregoing discussion has certain im- 
plications for the student of child development 
and education. If our interpretation of the 
teacher and male-pupil relationship is accu- 
rate, then the fact that boys dislike school 
more than girls is understandable. The daily 
punishment received by the boy for behavior 
he really does not consider “bad” must cer- 
tainly be anxiety producing. If the anxiety 
created in the school situation becomes suf- 
ficiently intense, it seems reasonable that 
tension reduction can be achieved by means of 
avoiding school. It is known that more boys 
leave school at ‘an earlier age than girls 
(Tanenbaum, 1939-1940). 

Perhaps of even more importance is the 
effect of this teacher-disapproval generated 
anxiety on the general personality adjustment 
of male pupils. It is unfortunate that we do 
not have evidence on the changes in adjust- 
ment level of the children in our sample, but 
studies by Ojemann and Wilkinson (1939) 
and others indicate that consistent teacher 
dominance has deleterious effects on the ad- 
justment of children. We can only speculate 
as to the nature of these adjustment problems 
but such behavioral manifestations as nervous- 
ness, withdrawal and lack of self-confidence 
are a few of the known symptoms. 

We feel that the consistent trends in our 
findings imply that teachers’ negative atti- 
tudes towards their male pupils arise from a 
lack of appreciation for the term “normal” 
male child. In our culture, aggressive out- 
going behavior is as normal in the male as 
quiescent nonassertive behavior is in the 
female. The teacher who attempts to thwart 
this behavior by means of threats and pun- 
ishment can only meet with frustration since 
the boy is confronted with a conflicting social 
code. A more reasonable plan to follow would 
seem to be one in which the excess energy 
and tensions of the male child could be dis- 


charged on some constructive activity. 
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Planned physical education classes will do 
much to dissipate aggressive needs in a 
socially acceptable manner. Perhaps most 
important of all, however, is the knowledge 
that some degree of aggressive behavior is 
a normal part of development in both boys 
and girls and should be treated not as a 
personal threat to the teacher but as sign of 
“normal” social and personality development. 


SUMMARY 


The purpose of this study was to investigate 
sex differences in teacher distribution of ap- 
proval and disapproval among three sixth- 
grade classrooms. Data relevant to the chil- 
dren’s perceptions of their teachers’ attitudes 
towards boys and girls were also collected. 
Using the discrepancies in attitude between 
males and females in our culture toward 
aggressive behavior as the basic underlying 
variable, the hypothesis was offered that boys, 
who are more aggressive and nonconforming 
than girls, would receive more disapproval 
contacts from their teachers than girls. Girls 
being quiescent and more conforming than 
boys would as a consequence receive more 
approval from their teachers than boys. We 
further hypothesized that both boys and girls 
will be aware of the differences in their 
teachers’ attitudes towards them. 

In order to test the foregoing hypothesis 
three sixth-grade teachers and their pupils 
were directly observed for a total of thirty 
hours per classroom. All teacher initiated 
contacts of an approval or disapproval nature 
were recorded. The measurement of the chil- 
dren’s perceptions of teacher attitude was 
accomplished by means of a variation of the 
“Guess Who?” technique. The pupils were 
asked to list the names of four students who 
best fitted a series of statements of a teacher 
approval nature and of disapproval nature. 
Analysis was made of the number of children 
of each sex chosen for the approval items and 
for the disapproval items. 

Statistical analysis of the data clearly sup- 
ports our hypothesis with respect to male 
pupils. In all three schools the boys received 
reliably more disapproval from their teachers 
than the girls. We also found that both the 
boys and the girls nominated more boys for 
the disapproval items than girls. This differ- 
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ence was statistically reliable. With respect 
to the second hypothesis concerning girls, the 
data did not yield any clear-cut differences. 
If any trend was present it was in a direction 
opposite to that predicted. These results a 
dicated that the teachers in our sample tended 
to have fewer contacts with girls in their 
classrooms. ee 
The results of this investigation were in 
preted as being consistent with the jonon 
a sex difference in attitude towards ja 
behavior. The conclusion was drawn hil 
teachers attempt to “socialize” the male ¢ an 
by means of dominative counter-agerest ie 
behavior. The negative consequences of 
situation for the child are discussed. 


GUESS-WHO? SCALE 
Directions: 


In this booklet are some word penne e- 
members of your class. Read each f the 
ment and write down the names © fits- 
people whom you think the description 
Remember— ? wo. you 
1. Several people may fit one pictura: tjon 
may write down after each Jei a 
as many names as you think 
there. P for 
2. The same person may be mentioned 
more than one word-picture. 
8. If you cannot think of anyone 


of 


to match 


the 
o 
a particular word-picture go On 

next one. s of the 
4. Write the first and last name: or 


ANEN mes 
people chosen, not their nickna 
initials. 

5. Do not use your own name. 


jg ofte” 

1. Here is someone whose wart 13 
put up on the bulletin board. i ofte” 

2. Here is someone whose work ! 


pointed out as being very neat. 0 
3. Here is someone whom the teacher A 
scolds for whispering. ised £0 
4. Here is someone who is often P in 
good writing on all papers handee o 
5. Here is someone whom the teacher 
scolds for disturbing the class 1” 
way (shooting paper wads, chewing 
ete.) d 
6. Here is someone who is often soo 
the teacher because he or she pay ass: 
attention to what is going on 1? 


* Each item has four lines. 
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poe TEACHER’S ROLE IN THE STAGE 
INNER-DIRECTION 


a Qne important authority, however, remains: 
rae Parent whose power has probably 
other-dir aS a consequence of the shift to 
we turn ection. This is the schoolteacher, and 
change ; now to a fuller exploration of the 
aa aaae, 

middle-class T when inner-direction insures 
tively to conformity, school starts rela- 
a fee are few nursery schools. 
Children in ao, 2K is largely to train the 
ters, n decorum and in intellectual mat- 
discipline decorum may be the minimum of 
room a Fei to keep order in the class- 
€corate ae maximum of polish needed to 
Schools abs of the upper social strata. As 
readily a ccome more plentiful and more 
gation E a and “democratic,” the obli- 
and man Saan the child in middle-class speech 
above ners—that he may be aided in his rise 
teacher o parents’ rank—falls upon the 
© the chi ut the teacher does not work close 
re fhild’s emotional level. And the teacher 
her job as a limited one, sharply de- 


Marca 
the ted from the equally rigorous task of 
home, ii 


both Db¥siea arrangements of the school, 
°SYcholo his period and the next, symbolize its 
pact, ee and play a part in that 
ngeq eating in the preprogressive era is 
“pha eti formally—all face front—and often 
the rui ically. The walls are decorated with 
MSO Pompeii and the bust of Caesar. 
* 

nf tneSman, David, et al. “Changes in the Role 
ut Seal from The Lonely Crowd, 
ty os New Haven, Connecticut: Yale 
961 Re ae pp. 55-64, Copyright © 1950, 

ale University Press. 


For all but the few exceptional children who 
can transcend the dead forms of their classical 
education and make the ancient world come 
alive, these etchings and statues signify the 
irrelevance of the school to the emotional prob- 
lems of the child. 

The teacher herself has neither understand- 
ing of nor time for these emotional problems, 
and the child’s relation to other children enters 
her purview only in disciplinary cases. Often 
she has simply no authority: she is a common 
scold with too large a brood. Or she manages 
to maintain discipline by strictures and pun- 
ishments. But these absorb the emotional 
attention of the children, often uniting them, 
at least within social class lines, in opposition 
to authority. 

In the recent Swedish movie Torment we see 
this pattern still at work in the near-contem- 
porary scene. Teachers and parents share 
the task of instilling inner-directed values. 
The villain is a harsh and overbearing, neu- 
rotic prep-school teacher. All the boys hate 
him; some fear him; no self-respecting boy 
would dream—despite the teacher’s groping 
efforts—of being his friend. The hero is a 
boy who rebels, not so much because he wants 
to as because he is forced to by his teacher. 
He and his friends suffer, but their parents 
and teachers do not invade their lives, and 
they have privacy with each other and with 
girls, so long as no serious breach of decorum 
is evident. This rebellion itself—its success 
is not the issue—is part of the process of 
developing an inner-directed character. 

An equally moving portrait is Antonia 
White’s novel of a girl’s convent school, Frost 
in May. Though the nuns at the school go 
quite far in “molding character” and viciously 
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cut down signs of spontaneity and open- 
mindedness in the gifted heroine, they have 
back of them only the old-fashioned sanctions 
of penance and salvation. Their charges break 
or bend or run away or join the church—they 
do not open up to the nuns as friends. _The 
very existence of uniforms, as in a military 
school, symbolizes the walls that separate the 
authorities from the children. 

We may sum all this up by saying that the 
school of this period is concerned largely with 
impersonal matters. The sexes are segregated 
from each other. The focus is on an intel- 
lectual content that for most children has 
little emotional bite. Elocution, like female 
accomplishment, is impersonal, too; the child 
is not asked to “be himself”—nor does the 
school aim to be like “real life.” Teachers, 
whether spinsterly or motherly types, do not 
know enough, even if they had the time and 
energy, to take an active hand in the sociali- 
zation of tastes or of peer-group relations. 
While parents may permit the teachers to 
enforce certain rules of morality directly 
related to school, such as modesty of dress 
and honesty in examinations, and to inculcate 
certain rules of manners directly related to 
social ascent, they hardly allow interference 
with play groups, even in the interests of 
enforcing ethnic or economic democracy. The 
teacher is supposed to see that the children 
learn a curriculum, not that they enjoy it or 
learn group cooperation. The present practice 
of progressive grammar schools which decide 
whether or not to take a child by putting him 
in his putative group and seeing how he fits 
in would hardly have been conceivable. 

Nevertheless, despite the social distance be- 
tween teacher and child, the school’s un- 
questioning emphasis on intellectual ability is 
profoundly important in shaping the inner- 
directed character. It affirms to the child that 
what matters is what he can accomplish, not 
how nice is his smile or how cooperative his 
attitude. And while the objectivity of the 

criteria for judging these skills and compe- 
tences is rightfully called into question today 
—when we can see very clearly, for instance, 
the class bias in intelligence tests and paper 
examinations—the inner-directed school is not 
aware of such biases, and hence its standards 
can appear unequivocal and unalterable. For 
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this reason these standards can be internalized 
both by those who succeed and by those who 
fail. They are felt as real and given, not aS 
somebody’s whim. Thus the school reinforces 
the home in setting for the child goals that 
are clear to all and that give direction and 
meaning to life thereafter. 

Whatever the security that children gain 
from knowing where they stand—a security 
they no longer have in the other-directed pro 
gressive school—we must not forget ane 
harshly this system bears on those who canno 
make the grade: they are often broken; cae 
is little mercy for them on psychologic® 
grounds. Brains, status, perhaps also docilitys 
win the teacher, rather than “personality” 0 
“problems.” Some of the failures rebel. in 
these, too, are hammered into shape by i 
school—bad shape. Occasionally the frontier 
and other opportunities for mobility prow 
an exit for the academically outclassed; ae 
still more occasionally, the rebel returns, Taa 
a mythical hero, having lived his a 
down, to alleviate the guilt of other mS 
and give them hope for their own future- 
and large, however, the very unequivocal on pa 
the school’s standards that gives the chil aea 
a certain security also means that the g 
dards will be internalized even by those Lied 
fail. They will carry with them the a 
effects of emotional shock whose qiolent® in 
beyond criticism—sometimes even bey 
recall. 


y of 


THE TEACHER’S ROLE IN THE 
STAGE OF OTHER-DIRECTION 


ne 

Progressive education began as a ene 
to liberate children from the crushing of y 
and breaking of will that was the i “tio 

many, even of those whose inner-dire¢ ver 
might have seemed to them and to the oser 
stable and sound enough. Its aim, and was 
very considerable degree, its achievements ” 
to develop the individuality of the childs f jo? 
its method was to focus the teacher's atten tua 
on more facets of the child than his intel “ edt” 
abilities. Today, however, progressive eop! 
cation is often no longer progressive; a8 pe o al 
have become more other-directed, educati yer 
methods that were once liberating maY 
tend to thwart individuality rather than 
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vance and protect it. The story can be quickly 
told. 

Progressive schools have helped lower the 
age of school entry: the two- to five-year-old 
groups learn to associate school not with for- 
bidding adults and dreary subjects but with 
play and understanding adults. The latter are, 
Ncreasingly, young college graduates who have 
Silas taught to be more concerned with the 

S social and psychological adjustment 

an with his academic progress—indeed, to 
Scan the intellectual performance for signs of 
Social maladjustment. These new teachers are 
hie Specialized. They don’t claim to “under- 
=r children” but to have studied under 
esell on the “fives” or the “nines”; and this 
Ep knowledge not only prevents the chil- 
ine “tom uniting in a wall of distrust or 
Piracy against the school but also permits 
omer to take a greater hand in the 
ship atio of spheres—consumption, friend- 
Whate antasy—which the older-type teacher, 
ur vel her personal desires, could not touch. 

. Wealthier society can afford this amount 
Mdividuation and “unnecessary” schooling. 

ere also physical arrangements—in seat- 
c afi àge grading, decoration—symbolize the 
are Ses in the teacher's function. The sexes 
mixed, Seating is arranged “informally.” 

e ne alphabetic forms disappear, often to 
Smee areg by sociometrie forms that bring 
Where 4, compeers. This often means that 
one’s | © Sit becomes problematical—a clue to 
gradi Scation on the friendship chart. Gesell 
Was in as Severe as intellectual grading 
leetyay the earlier era; whatever their intel- 
Sociny gifts, children stay with their presumed 
The desks change their form, 


ing 


Cial Deers,! 


P 
Unjoward C. Becker, a graduate student at the 
Schoo sity of Chicago now engaged in a study of 
Nu es ers under the direction of Everett C. 
= ene has been observing the classroom con- 
skippi “es of the decline of the practice both of 
Must ne 8rades and of holding children back who 
hs Brou cat the grade. The teachers, faced with 
baciti identical age but vastly different 
dividi tes: and willingness, meet the situation in 
oy en the class into two or three like-minded 
and chi Mobility between groups is discouraged, 
Roun dren are encouraged to imitate their 
jehoo} ates. The teacher herself, in the public 
acted | 'S probably inner-directed, but she is 
Mong pY her situation to promote other-direction 
Eher a arges, 
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too; they are more apt to be movable tables 
with open shelves than places where one may 
hide things. The teacher no longer sits on a 
dais or struts before a blackboard but joins 
the family circle. 

Above all, the walls change their look. The 
walls of the modern grade school are decorated 
with the paintings of the children or their 
montages from the class in social studies. Thus 
the competitive and contemporary problems 
of the children look down on them from walls 
which, like the teacher herself, are no longer 
impersonal. This looks progressive, looks like 
a salute to creativeness and individuality; but 
again we meet paradox. While the school de- 
emphasizes grades and report cards, the dis- 
plays seem almost to ask the children: “Mirror, 
mirror on the wall, who is fairest of us all?” ? 

What is perhaps most important, while the, 


Though in interview material it is always diffi- 
cult to distinguish ideology from character, it is 
possible that the following quotation from one of 
Mr. Becker’s interviews is a poignant example of 
the unwilling promotion of other-direction, as a 
result of this teacher’s practice of using “telling 
time” and group shame as pressure on the child to 
have more interesting week ends: “Every class 
I have I start out the year by making a survey. 
I have each child get up and tell what he did over 
the week end. These last few years I’ve noticed 
that more and more children get up and say, 
‘Saturday I went to the show, Sunday I went to 
the show’... I’ve been teaching twenty-five 
years, and it never used to be like that. Children 
used to do more interesting things, they would 
go places instead of ‘Saturday I went to the show, 
Sunday I went to the show’. . . What I do is to 
give a talk on all the interesting things that could 
be done—like going to museums and things like 
that. And also things like playing baseball and 
going on bike rides. By the end of the term a 
child is ashamed if he has to get up and say, 
‘Saturday I went to the show, Sunday I went to 
the show.’ All the rest of the children laugh at 
him. So they really try to do some interesting 

ings.” 

E more paradoxically, it often happens that 
those schools that insist most strongly that the 
child be original and creative by this very demand 
make it difficult for him to be so. He dare not 
imitate an established master nor, in some cases, 
even imitiate his own earlier work. Though the 
introduction of the arts into the school opens up 
the whole art world to many children, who would 
have no time or stimulation outside, other chil- 
dren are forced to socialize performances that 
would earlier have gone unnoticed to peers and 


adults. 
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children’s paintings and montages show con- 
siderable imaginative gift in the preadolescent 
period, the school itself is still one of the agen- 
cies for the destruction of fantasy, as it was in 
the preceding era. Imagination withers in 
most of the children by adolescence. What 
survives is neither artistic craft nor artistic 
fantasy but the socialization of taste and in- 
terest that can already be seen in process in 
the stylization of perception in the children’s 
paintings and stories. The stories of the later 
progressive grades are apt to be characterized 
by “realism.” This realism is subtly influenced 
by the ideals of the progressive movement. 
Caesar and Pompeii are replaced by visits to 
stores and dairies, by maps from Life, and by 
The Weekly Reader; and fairy tales are re- 
placed by stories about trains, telephones, and 
grocery stores, and, later, by material on race 
relations or the United Nations or “our Latin 
American neighbors.” 

These changes in arrangement and topic 
assist the breakdown of walls between teacher 
and pupil; and this in turn helps to break down 
walls between student and student, permitting 
that rapid circulation of tastes which is a pre- 
lude to other-directed socialization. Whereas 
the inner-directed school child might well have 
hidden his stories and paintings under his 
bed—like the adult who, as we saw, often 
kept a diary—the other-directed child reads 
his stories to the group and puts his paintings 
on the wall. Play, which in the earlier epoch 
is often an extracurricular and private hobby, 
shared at most with a small group, now be- 
comes part of the school enterprise itself, 
serving a “realistic” purpose. 

The teacher’s role in this situation is often 
that of opinion leader. She is the spreader 
of the messages concerning taste that come 
from the progressive urban centers. She con- 
veys to the children that what matters is not 
their industry or learning as such but their 
adjustment in the group, their Cooperation, 
their (carefully stylized and limited) initiative 
and leadership. 

Especially important is the fact that the 
covperation and leadership that are inculeated 
in and expected of the children are frequently 
contentless. In nursery school it is not im- 
portant whether Johnny plays with a truck 
or in the sandbox, but it matters very much 
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whether he involves himself with Bill—via 
any object at all. To be sure, there are a few, 
a very few, truly progressive schools where 
the children operating on the Dalton plan and 
similar plans exercise genuine choice of their 
program, move at their own pace, and use the 
teacher as a friendly reference library ; here 
cooperation is necessary and meaningful oi 
actual work on serious projects. Far more 
frequently, however, the teacher continues tO 
hold the reins of authority in her hands, hid- 
ing her authority, like her compeer, the other- 
directed parent, under the cloak of “reason- 
ing” and manipulation. She determines ye 
program and its pace—indeed, often nelle 
the children back because she fails to mo 
that children, left to themselves, are capa S 
of curiosity about highly abstract makea 
She may delay them by making ane 
“realistic” and languages fun—as well as ia 
substituting social studies for history. th- 
extreme forms of this situation there is ae 
ing on which the children have to ae aa 
în order to get it done. The teacher will do A 
for them anyway. Hence when she asks y 
they be cooperative she is really asking simP 

that they be nice. 

However, though the request seems § 
it is not casually made: the teacher i ds 0 
tense about it. Deprived of older metho ae 
discipline, she is, if anything, even more pac: 
less than the parents who can always fall itil 
on those methods in a pinch, though ae het 
and rather ineffectively. The teacher Pana 
dares to nor cares to; she has been taugh lies 
bad behavior on the children’s part ae 
Poor management on her part. Moreoy ag 
herself is not interested in the oan 
content of what is taught, nor is this oe A 
apt to come up in a staff meeting O! 


simple, 
g very 


cone 
discussion. These adult groups are ateen ale 
cerned with teaching tolerance, both jal 


and economic; and the emphasis 0” i 
Studies that results means that intellec’ 4 
content and skill become still more attenta ies 
Consequently, the teacher’s emotional sages 
are channeled into the area of sae p 
tions. Her social skills develop; she saa. 
sensitive to cliques based on “mere frien jeft 
and seek to break them up lest any erta” 
out. Correspondingly, her love for © per 
Specific children may be trained out ° 


>» 
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All the more, she needs the general coopera- 
tion of all the children to assure herself that 
She is doing her job. Her surface amiability 
and friendliness, coupled with this underlying 
anxiety concerning the children’s response, 
must be very confusing to the children who 
will probably conclude that to be uncooperative 
1s about the worst thing one can be. 

Of course the teacher will see to it that the 
children practice cooperation in small matters: 
Mm deciding whether to study the Peruvians 
or the Colombians, in nominating class officers 
for early practice in the great contemporary 
rituals of electioneering and parliamenteer- 
mg, and in organizing contributions for the 
Red Cross or a Tag Day. Thus the children 
are supposed to learn democracy by under- 
Playing the skills of intellect and overplay- 
Ing the skills of gregariousness and amiability 
skill democracy, in fact, based on respect 
for ability to do something, tends to survive 
only in athletics. 
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There is, therefore, a curious resemblance 
between the role of the teacher in the small- 
class modern school—a role that has spread 
from the progressive private schools to some 
of the public schools—and the role of the 
industrial relations department in a modern 
factory. The latter is also increasingly con- 
cerned with cooperation between men and 
men and between men and management, as 
technical skill becomes less and less of a major 
concern. In a few of the more advanced plants 
there is even a pattern of democratic decision 
on moot matters—occasionally important be- 
cause it affects piecework rates and seniority 
rules, but usually as trivial as the similar 
decisions of grammar-school government. 
Thus the other-directed child is taught at 
school to take his place in a society where the 
concern of the group is less with what it 
produces than with its internal group rela- 
tions, its morale. 


42. THE TRIUMPH OF ACHIEVEMENT OVER INQUIRY IN EDUCATION * 


HERBERT A. THELEN 


Principals, teachers, parents, professors, or 
Practice teachers who try to improve instruc- 
lon in the classroom soon find themselves in 
a trap, 
It is a fascinating trap built by people who 
wow better. The fact that they built the trap 
much against their will does not make 
at äp any less a trap. But it does show 
one can get swept along by forces at work 
e larger society, ; 
Ste big, broad terms, the trap is the conflict 
ally cen the Organization Man, who continu- 
Seeks to reassure himself of his place in 


in th 


* 
over Printed from “The Triumph of Achievement 
Journ Rity in Education,” in Elementary School 


of Chicago poo by permission of the University 


society, and the Inquiring Man, who seeks to 
better himself and his society. In narrower 
terms, the conflict is between the way we try 
to teach children and the way we measure 
what they have learned. In middle-sized terms, 
the conflict is between education and achieve- 
ment as school goals. 


CLOSE-UP OF A TRAP 


I should like to begin by describing the trap 
—hby reporting on the conflicts and contradic- 
tions that make up the trap. So I shall talk 
about practices, not sentiments or theories. 

My testimony comes mostly from thoughtful 
teachers who think wistfully about the possi- 
bility of improving their own courses. They 
are tired of just covering the ground, by which 
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they mean exposing the pupil to a prescribed 
body of already organized ideas. They would 
like to get some inquiry going. They would 
like to see pupils study because there is some- 
thing important to learn, something important 
to the pupils, that is. 

As these teachers see it, the chief obstacle 
to making this shift is the way achievement 
is now defined by the public and measured by 
tests. The teachers perceive that their pupils 
are realistic enough to know that their job is 
to pass tests; this is what academic aspirations 
means; this is what achievement means to 
pupils and to the public. 

Of course, some of these teachers say, “We 
don’t mark exclusively on tests, We take other 
things into account.” But these “other things” 
are subjective and unconfidently known, At 
best, they merely blur the harsh outline of 
test results, 

And here we can point to the heart of the 
conflict. Teachers try to set up learning ex- 
periences based on one Set of views while they 
measure achievement based on a different set 
of views. The disparity can be disconcerting 
to pupils, parents, and concerned citizens as 
well as teachers, Let’s look at some aspects 
of the conflict. 


Pupils feel that testing puts them in compe- 
tition with one another, But the teacher wants 
them to co-operate, not compete. 

In class discussion and class projects, the 
teacher seems to want class members to share 
ideas, But on tests, pupils see their classmates 


are required to get the better 


as rivals who 
of one another, 

There are even conflicting economie eonno- 
tations here, In testing it is usually assumed 
that there are not enough A's to go around; 
in teaching it is assumed that everyone can 
have an A—if he earns it. 

Our tests teach pupils that academic status, 
not learning, is the goal of education. 


If learning were the goal, achievement 
would be measured as the difference between 
pre-tests and post-tests on the material of 
the course. Since pre-tests are seldom used, 
the teacher has no way of knowing how much 
the pupil learned. The mark testifies to final 
status, not to what was learned during the 


course. 
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Pupils work for marks rather than in re- 
sponse to the challenge of the subject. 

The purpose of learning is to gain status, 
symbolized in a mark, rather than to master 
the discipline of the subject. Good marks mean 
Promotion and the regard of adults. Snap 
subjects and “soft” teachers are the sensible 
route to good marks, Moreover, acceptance or 
capitulation by the teacher to the mark-getting 
routine tends to free him from his professional 
obligation to make study meaningful in its 
own right. 


Pupils study the teacher rather than the 


subject. 


Often the main object of inquiry in the 
classroom is the sort of question the teacher 
is likely to ask, the bases he uses for marking, 
his biases anq enthusiasms. This experience, 
Over the years, has no doubt helped mold the 
Organization Man, who studies the boss for 
the same reasons that he once studied the 
teacher. In good teaching, the demands the 
pupil faces come from the problem situation, 
not from the teacher. 


Learning becomes a kind of academic hit- 
and-run. The class hits the test and runs on 
to a new unit, 


Once knowledge is tested, it can be safely 
forgotten, This notion directly contradicts 
the idea of education as a “deepening and en- 
riching” experience. The unit plan, originally 
designed to organize learning into significant 
wholes, has become a package plan, with each 
package Wrapped up by a unit test. 

Pupils learn that specific information is an 
end in itself rather than the means to broad 
understanding of universal principles. 

The easiest Way to make a reliable test 1S 
to use a large number of independent, specific, 
and separate items. This discovery about test- 
ing dealt a severe blow to the educational goal 
of understanding, The educated citizen is the 
quiz kid, not the wise man. And cramming 
for examinations, whether in school or on TV 
shows, is the basic learning process. 

Pupils learn from experience with 
that all questions have clear-cut answers 
certified by authority. Such “thought ques- 
tions” as the teacher uses are asked just t° 
keep conversation going. 


tests 
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Compared with “getting the facts,” the 
Process of reasoning from data to probable 
conclusions is at best an intriguing parlor 
fame. The teacher, himself conditioned by 
tests, may strive to be a walking encyclopedia 
rather than a guide to inquiry. We present 
to children a world in which all the lovely 
mottled grays of the adult world are squeezed 
Into black-and-white certainties. 


Post-Sputnike pressures, aided by the nation- 
ally standardized test, are rapidly turning the 
school into a processing plant rather than a 
place for inquiry. 

, In this processing plant, the teacher’s role 
is that of a technician, not a professional. 
The professional, like the learner, must be 
aware of alternatives in a situation, choose 
among them, and test the consequences of 
his choice, The technician, like the rote 
learner, treats all situations alike, using pre- 
scribed rules and memorized procedures. 

_ The range of choices that require mature 
Judgment of the teacher is rapidly narrowing, 
and with this change the climate for inquiry 
1S becoming less favorable. If we no longer 
trust the teacher, our confidence might be 
restored if we gave him better preparation, 
Specially in his major subject. Detailed 
Specifications for content, method, and activ- 
ities were appropriate for war-time crash 
Programs by the armed forces charged with 
the task of turning out technicians in quan- 
tity, but crash programs of this nature will 
not produce enlightened citizens and creative 
leaders, 


The pupil is being taught to escape from 
freedom for the sake of material reward and 
Social approval, 


Freedom can exist only if self-knowledge is 
valued. Our procedures for measuring 
achievement do not help the pupil find out 
Who he is or discover his strengths and weak- 
nesses as a person. Our tests only tell us 
how wel] the pupil is conforming to a specified 

960 Super-technical model. 
„But we do have a conscience. Having con- 
‘tioned the pupil, through awards and other 
orms of social approval, into submissiveness, 
k then propose to put him in a liberal arts 
lege to develop his human spirit! 


321 


Our 1960 super-technical model is defined 
by tests that give the pupil feedback about 
his growing strengths, his self-concept, and 
his abilities. These are expressed in terms 
that we prescribe, not necessarily in the 
areas where growth and development are 
taking place. 

In teaching, we hunt for growth areas be- 
cause it is through them that the pupil puts 
forth effort and gives attention. In testing, 
we have to disregard categories of information 
of unique importance to particular individuals, 
partly because we have to test everybody with 
the same instrument and partly because we 
simply do not know the ways in which children 
at various stages of growth relate to ideas 
and subject disciplines. Thus we teach the 
pupil that his own life and interests are ir- 
relevant to education. 

What do our present practices in measuring 
achievement contribute to education? Tests 
can be used to supply extrinsic motivation. 
This kind of motivation is considered unde- 
sirable by those who regard pupils as human 
beings rather than as manpower for technolog- 
ical enterprises. 

Tests can also be used to spot children who 
need help. Many pupils have received remedial 
help because an appropriate screening test 
revealed their need. Most of us would agree 
that it is desirable to use tests in this way. 

Tests can be used to guide teaching. But 
tests are generally given too late to serve 
this purpose. By the time the test results are 
known, the class has already moved on to a 
new unit. To help guide instruction, the 
teacher may, of course, devise short question- 
naires of his own and use them at frequent 
intervals. 

As diagnostic tools for helping the pupil 
understand himself and set his life goals, tests 
have little value for at least two reasons. 
First, what is past is past. We do not go back. 
We are satisfied to say how much the pupil 
learned, but not to help him master presum- 
ably important learnings. Second, achieve- 
ment tests are not constructed to tell much 
about a pupil’s unique strengths. This fact 
about our tests is an unfortunate one, since 
the pupil’s strengths are all that he and the 
teacher have to build on. 
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ALTERNATIVES 


Having described school practices in de- 
structive, cynical, or perhaps honest, terms, 
I now ask: Do we have to be content with 
this kind of evaluation? 

The answer is no, and many test-makers 
would be the first to agree. Their responsi- 
bility for the present state of affairs is no 
more and no less than the responsibility of 
atomic physicists for Hiroshima. The bomb 
was dropped because of a complex alignment 
of social forces. The triumph of “achieve- 
ment” over education is a sign of the times 
rather than the intention of educational evalu- 
ators. Moreover, like atomic energy, evalua- 
tion is taking an increasingly important place 
in our lives. 

But the proper use of evaluation will not 
come about through the singlehanded efforts 
of evaluators, teachers, or any other one group. 
Evaluation will contribute to education rather 
than to narrow goals in achievement only 
after widespread effort by many groups. As 
far as each school is concerned, the problem 
involves the attitudes, expectations, and goals 
of the entire community. 

How can we return to the goal of education? 

First, we could try to measure the pupil’s 
growth as a whole, unique person, with his 
own goals, his own way of viewing people 
and the world. Individuals differ in their 
way of life. By way of life I mean the pattern 
of attitudes, abilities, and habits by which an 
individual lives and develops his strengths. 
If we could determine each child’s general 
pattern, we could follow him as a whole per- 
son and help him make choices appropriate to 
the effective development of his way of life. 
We could be concerned with how he is or- 
ganizing subject matter in his subjective 
world and the relationship between this world 
and his behavior in all situations. 

But such evaluations can be achieved only 
if we start with children. We will not succeed 
if we start by asking: What does chemistry 
teach? What does history teach? We shall 
have to ask: How is the pupil assimilating 
the discipline of chemistry? Of history? 
How well is he mastering the method of the 
chemist? Of the historian? What do his 


learnings in chemistry and history mean for 
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his way of life? This last question is the 
proper concern of the teacher, and it is a 
very different concern from the one that now 
motivates schools and communities. 

My second suggestion recognizes that it is 
the purpose of education not only to develop 
individual powers but also to prepare effective 
citizens. Our schools have the responsibility 
of helping children live as self-realizing peo- 
ple, not in a vacuum or a hermitage, but in 
a complex society. In short, we recognize that 
children are going to have to take roles in 
a real world. They are going to manage 
others; interpret the world around them; 
make discoveries; create social, political, and 
economic alternatives; ferret out facts; and 
persuade, promote, criticize, analyze, guide, 
console, and teach. 

Education is at least partly an inquiry into 
the kinds of roles boys and girls may be 
fitted for. We must not seal off pathways 
before children’s tendencies are thoroughly 
demonstrated, and we must always allow for 
unexpected changes in tendencies. But we 
can ask, as the Strong Vocational Interest 
Blanks ask in regard to occupations: What 
kinds of roles are children developing potential 
for? And we could keep records through 
the school years of profiles that show the 


child’s aptitudes and readiness for certain 
roles. 


RECOMMENDATIONS 


The first thing we must do is to free the 
schools from the pressures that keep them 
from their proper job of educating boys and 
girls. We must reduce the pressures, 50 
fashionable at present, for achievement, £01 


covering ground, for mass production of 
pseudo-experts, 


Let the schools concentrate on doing some- 
thing for our children. Let the others— 
college faculties and employers—worry about 
what they are going to do about our pupils 
after the schools have done all they can, In 
other words, let’s stick to our proper job of 
saying what has happened to our pupils an 
what goals they are moving toward. Let 
each college decide whether the student is 
raray to embark on its study program, Let 
the industrialists decide whether they want 


to hire him. Let the parents decide whether 
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they are satisfied with him. These are their 
decisions, not ours. 

Many of us in the schools know that our 
marks have always been monstrous. They 
try to signify two things that cannot be 
measured together. They try to measure the 
pupil’s standing, judged against standards we 
have assumed (often erroneously) the high- 
er school or college desired. 

Marks also try to measure what the child 
has done compared with what he might be 
capable of doing. The criteria for measuring 
the pupil’s standing must be the same for all 
pupils. Yet the criteria for measuring cap- 
ability or growth of powers must differ from 
one pupil to the next. 

The confusion over marks is a symptom of 
the larger confusion over the mission of the 
School. Let us commit ourselves to the edu- 
cational job defined earlier, and let us find 
appropriate means for describing the results. 

My second recommendation has to to with 
both the means and the measurement of edu- 
cation. Let us confront the pupil with the 
events, the ideas, the attitudes, and the prac- 
tices that he must cope with. Let us help him 
Cope with them, and from time to time let us 
assess his growth in the ability to cope. 

In teaching let us use situations that are 
vital and lifelike, though not necessarily a 
Slice of natural life. The situations we provide 
Should have the validity of significant human 
activity. They should release the essentially 
dramatic quality of purposeful human en- 
deavor. Tn testing, perhaps the simplest way 
Ot stating the recommendations is to say that 
More complete situations should be used. 

I would like to see us experiment with sound 
Movies. The pupil views a situation on the 
Sereen, tells what he would do in the situation, 
and justifies his response. 

T would like to see us make much more use 
role-playing. Certainly one of the major 
80als of the disciplines of history, anthropol- 
OEY, and psychology is to develop the individ- 
"al’s ability to put himself in the place of 
People who lived at other times and other 
Places, In role-playing, we can watch the 
Pupil as he tries to feel and understand situ- 
Ations from another's point of view. As we 


Wate d ; ae 
each, We should be as interested in the child's 
“Cons and expressions as in his words. I 


of 


would like to see these techniques used in our 
assessment of the pupil’s powers as manifested 
in performance, not in puzzles. 

I do not see any reason why we cannot use 
situations in the community to probe develop- 
ment. We have had a lot of talk about democ- 
racy. All right, let the pupil see a club or a 
board of directors in action. Let him come 
back and tell us about it. Let’s note what 
he observes, what he responds to, what is 
important to him. Isn’t this the sort of in- 
formation we need to plan further activities 
and to assess educational growth? 

I would like to get at the ideas to which 
the pupil is committed. What ideas are im- 
portant to him? What causes is he nurturing? 
Is he developing any life goals? Any com- 
pelling purposes? Are his intellectual interests 
expanding? 

To discover answers to these questions, we 
must occasionally give the pupil opportunities 
for free choice. In planning his work, we can 
offer him six or eight kinds of activities from 
which to choose. Which does he select? Why? 

I maintain that this is relevant and inter- 
pretable information and that it has the feel 
of life. But let’s let him choose among ac- 
tivities, not just among phrases written on a 
piece of paper. 


THE DOCTOR AND THE DETECTIVE 


John H. Watson, M.D., wrote what may 
well be the longest and the most complete case 
study on record. His subject was Sherlock 
Holmes, the detective. In A Study in Scarlet, 
Watson attempts, after some weeks of ac- 
quaintanee, to assess Holmes, and he writes 
out a report card in the best achievement 
tradition. 

He certifies Holmes’ knowledge of literature, 
philosophy, and astronomy to be nil. Polities 
—feeble. Botany—strong on poisons but weak 
on practical gardening. Geology—recognizes 
mud stains from various parts of London. 
Chemistry—profound. Sensational literature 
—knows “every detail of every horror per- 
petrated in the last century.’ Anatomy— 
“accurate, but unsystematic.” Good violinist, 
expert amateur athlete, “good practical knowl- 
edge of British law.” And Watson, with rare 


insight into his own evaluative processes, 
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labels the report card “Sherlock Holmes—his 
limits” (italics mine). 

But with all this observation, which is quite 
accurate, Watson misses the essence of 
Holmes, and Sherlock has to tell him, finally, 
what his powers and abilities are and what 
social role organizes these powers and abilities 
into an effective personality and contributor 
to society. 

What Watson missed, because he had never 
seen Holmes perform in an appropriate situ- 
ation, was his intuition for unraveling crimes, 
his ability to apply special knowledge to prob- 
lems, his conscious use of rules of deduction, 
his habit of observation. And the report card 
could never have led Watson to predict 

Holmes’ role of “consulting detective.” 

Watson, I am afraid, embodies the achieve- 
ment point of view in our schools. He repre- 
sents the traditional, academic, propaedeutic 
view of education, which asks after achieve- 
ment in its own categories but fails to com- 
prehend, and therefore to educate, the child. 
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Sherlock is unique, as human personality 
is unique; and he represents that part of 
every man which must be understood within 
its own frame of reference and commitments. 
The categories useful for understanding Sher- 
lock are not the categories most useful for 
understanding Watson. ‘ 

Watson talks about his own education in 
language that is typical of certification and 
achievement. He “took his degree” and pro- 
ceeded “to go through the course prescribed 
for surgeons.” 

Holmes never talks about his education. 
But he does talk about problems to be solved, 
inquiries to be conducted, and methods of 
thought that he values. For the most part, 
Holmes educated himself, His studies were 
“very desultory and eccentric, but he..- 
amassed a lot of out-ofthe-way knowledge 
which would astonish his professors.” And 
the habit of inquiry—which the university 
could not stamp out—survived. 

Can we say as much for our pupils? 


Chapter VIII 


CULTUR 


Until recently educational psychology has paid scant attention to social 
class variables or social class influences on learning. In general, there were 
always a few academics from other disciplines—particularly sociology or 
anthropology—who would point with obvious disdain to the middle class 
or lower-middle class orientation of schools and/or teachers. Such criticism 
was intended apparently to poke at the legal fictions surrounding middle 
class America and the few voices raised were pretty much sounds in the 
wilderness. In the field of educational psychology too, there were occasional 
psychological studies illustrating, for example, that lower class children 
perceived rewards somewhat differently from middle class children, or that 
lower class children did not delay gratification of impulse as much as 
middle class children, or that teachers themselves had somewhat different 
attitudes toward pupils according to social class background. 

In general, however, education as a form of social intervention or as 
a means to enhance, nurture, and develop children in accord with society’s 
charge was based on the assumption that schooling in its present form 
would provide all children with equal opportunity. No special consideration 
or programs or particular knowledge was necessary. Yes, tinkering adjust- 
ments might be called for, but no major shift in the direction of our edu- 
cational enterprise seemed necessary. Nevertheless, we knew, at least at the 
margin of awareness, that some schools in some of the more antiquated 
segments of our cities or rural areas were not as “good” as say some of the 
“flashy” suburban campus-type schools. 

In a review of educational research, it would be hard to find any genuine 
or systematic interest in the educational problems presented by children 
of the poor. For one thing, we tended to maintain a somewhat romantic 
notion of the slums. The Bowery in New York, a skid row section now 
razed, held a certain fascination and charm that contributed to the myth. 
Also, there were always a few well publicized examples of individuals 
who by heroic efforts and good fortune managed to pull themselves out 
of these settings and achieve success. These few, seen as examples of the 
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Horatio Alger myth, served to confirm what middle class America really 
wanted to believe. Success was simply a question of willpower, hard work, 
and effort. If the poor chose not to work, it was, after all, only their own 
fault. This “happy” state of affairs allowed us to sermonize and pontificate 
to and about the poor, much of this sermonizing being in the let-em-eat-cake 
tradition of the eighteenth century French aristocracy. 

The first appeal for a more comprehensive understanding of the urban 
educational problem was broadcast to an unresponsive nation in 1961 in 
the second Conant Report on the American high school, Slums and Suburbs. 
In ringing phrases Conant called our attention to the “social dynamite” 
festering in our slum schools. Yet this call to national action largely went 
unheeded. The nation slept. Five years later we awoke as the riots began 
in practically every major city above the Mason-Dixon Line. 

Only gradually did we understand what was happening. At first we 
regarded it as a communist plot, or the work of a few hot heads. Then 
we took a second look. The cities were in fact decaying. Once proud and 
prominent urban educational systems were suffering from a complex blight. 
Racial isolation in the cities was increasing. Great migrations had taken 
place. Seventy-five percent of our Negro population now lived in cities; 
whereas just forty years ago eighty percent lived on farms. Because of 
social, economic, and other more insidious barriers, these groups simply 
filled up the cities, being able to move no farther. Increasingly city 
schools became populated exclusively by the poor. In a study in 1967 of 
fifteen leading metropolitan areas it was reported that the school enroll- 
ments averaged eighty percent non-white. While the schools themselves 
became overcrowded, the financial resources necessary for new programs, 
new buildings, and new hope diminished each year. 

The Conant Report presented th 
More recently, 


the non-white population makes 


the schools, we may well defeat efforts to change. Daniel P. Moynihan, 


en urbanologist: (i new type of social scientist: devoted. 46. the study of 
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urban problems), has noted that class background of the children is the 
determining factor in providing anything like equality of educational 
opportunity. He suggested by way of analogy that the segregated nature 
of Catholic parochial education in the nineteenth century retarded the 
development of equality of opportunity not because the schools were com- 
posed of all Catholic children, but mostly because they were all poor children. 

It is almost a truism to say that this country in the sixth decade of the 
twentieth century has just discovered its poor people. Whether we have 
simply pretended until now that they did not really exist (like the Germans 
in pre-World War II days who did not “know” about the concentration 
camps) is beside the point. The first step in developing solutions is the 
acknowledgement of the problem itself. Certainly long range, comprehensive 
Solutions are needed. Although it is beyond the scope of this volume 
to deal directly with specific changes, it may not be an overstatement to 
say that for too long our city school children have been sacrificed to the 
principle of local control. In the late 1920s we, as a country, confronted a 
similar situation in the Great Depression. At first it was felt that the 
problem had to be solved at the local level with local resources, but gradually 
as the bread and soup lines increased and employment rates decreased, we 
realized that we faced a national problem. The problem posed by the 
Depression affected all of us. Similarly, the problem posed by urban 
education is in fact a national concern, for no corner of this country 
can for long remain untouched by it. After the Supreme Court decision 
of 1954, the North tended to feel complacent. The great problems were 
all safely below the Mason-Dixon Line. Events, however, have upset this 
complacency. 

What we are beginning to understand in rather simple terms is that 
schooling may be the only genuine way to provide people with the means 
to achieve their own goals. We now have nothing at all like equality of 
educational opportunity. There are two separate but complementary dimen- 
sions to the problem that deserve recognition. First, poor children start 
school in the first grade with serious educational handicaps, and second, 
their academic deficiencies increase during the course of schooling. This 
means we can smugly point the finger neither just at the home background 
nor just at the school. Once again, as we have noted in the other parts 
of this book, such dichotomies are superficial. The interaction of the early 
environment and the present school environment in the city slums reflects 
a deadly combination. 

It is no accident that with reference to the educational problems of the 
poor we return to the issues mentioned in Chapter I of this volume. The 
reader will recall that we stressed that inherited or genetically determined 
abilities and aptitudes flourish or decay depending on the interaction with 
the surrounding environment. The early imprint of experience can become 
indelible. Theorists from many different frames of references (Freud to 
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Hess) agree on the importance of early learning experiences, even though 
their interpretations may vary. Rene Spitz (1945) has shown descriptively 
what happened to unmothered children in an orphanage. Although the 
physical needs were met, the psychological needs were not, and 34 of 91 
children died. Krech, as we noted, has shown in animal experiments that 
chemical and structural changes occur after the subjects (rats) experience 
a stimulating and creative environment. The reverse has also been demon- 
strated. Calhoun subjected animals (again rats) to severe crowding and 
demoralizing conditions and found later that as these rats matured they 
would not care for their offspring. Also, there were certain chemical 
changes that took place as a result of the overcrowding so that the effect 
of these early experiences included physiological as well as psychological 
impairment.: 

We have been slow to recognize that all these studies and all these 
theories concerning critical periods and initial learning experiences point 
to poverty itself as a major epidemiological factor in preventing normal 
growth. We have seen the results in terms of the enormously high rates 


of emotional problems, birth defects, epilepsy, 


and mental retardation among 
the poor, 


but for a series of reasons we have avoided the inescapable 
conclusion that such effects have been caused by poverty itself. 

Although this chapter particularly emphasizes the educational problems 
posed by the poor, we are not suggesting that schools in the “green belt” 
suburbs represent ‘models for emulation and solution. The educational 
problems in the suburbs are neither so visible nor so dramatic as those in 
the cities. The signs are more subtle. City schools have dropouts in large 
numbers; whereas suburban schools have “bright but low achieving” 
pupils in significant proportions. In the city there may be open hostility, 
but in the suburbs pupil distrust takes the form of cynicism and sarcasm. 
In the cities teacher turnover is apparent; in the suburbs it may take 


the form of a teacher’s turning from individual inquiry and insight in 
learning to rewarding conformity 
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status consciousness, and conventionalism all indicate this disadvantage too. 
The corporate nature of many large suburban schools, possibly even in- 
cluding a well staffed bureaucracy, may inflict learning deficits just as 
surely as do the big city schools. If Fantini and Weinstien are correct, 
the criticism of urban education will induce a general questioning about 
the quality and relevancy of schools across the board. If such indeed is 
the outcome of the urban unrest, we shall owe a particular debt to the 
urban poor. Edgar Friendenberg has suggested that there is no older tradi- 
tion in our country than to leave the most difficult jobs to such groups of 
people. 


AN OVERVIEW OF THE READINGS FOR THIS CHAPTER 


The lead article (Selection 43) by Malone is entitled “Safety First: 
Comments on the Influence of External Danger in the Lives of Children of 
Disorganized Families.” The author, a psychiatrist, has investigated the 
effects on cognitive development in children from multi-problem families. 
Note that he distinguishes between stable working class families and dis- 
organized families. Crucial to our understanding is his description of the 
functioning of the latter groups of children. From his presentation of the 
concomitants of delayed or inhibited cognitive growth, an ironic picture 
emerges. On one hand the children are uninterested in learning and un- 
responsive to the material in the preschool; on the other they are old 
beyond their years. They can shop in busy stores, cross dangerous inter- 
sections, and take care of their younger brothers and sisters even though 
they are themselves only three or four years old. This indicates surely 
that such children have “learned” something. The formative influences 
on these children can be seen quite dramatically in Malone’s presentation 
of their experiences. The effort they have to expend to survive may con- 
currently foreclose their ability for school learning. It is difficult for one 
in danger of annihilation to concentrate on a lesson plan. Malone suggests 
that it is just such real external danger in combination with neglect that 
arrests their cognitive growth. Most revealing, of course, is his analysis of 
what lies behind their “precocious” abilities and the implications for 
schooling. 

The second article (Selection 44) is from the Department of Labor’s 
es a specific and detailed picture 


report The Negro Family. The report provid 
By indicating 


of what it is like to be not only poor but non-white as well. 
from an historical account how the nation has for the past two centuries 
systematically destroyed the basic social unit of any group, the family, 
we can understand more clearly the extent of the educational problems 
we face. In the report’s words, that the Negro has survived at all is 
extraordinary. The price of such survival is a more relevant and immediate 
concern. The disparities in educational attainment, the matrifocal society 
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in some ghettos, the growing cumulative educational deficit, the ünemploy“ 
ment problems that follow, all these are factors which lead to alienation 
and despair. Although the report may be criticized because it does not 
“mince words” or carefully qualify all its statements, the general picture 
of a socially induced pathology must be portrayed in such terms to em- 
phasize the urgency of time running out. 

The next selection (45) ig from a study committee headed by Bloom, 
Davis, and Hess Specifically devoted to the educational implications for 
children of poverty. We have included two excerpts from their report: one 
e second on adolescents in secondary school. 
Clearly the authors recognize that the School has a special mission with 
these children, one that up to now it has failed to fulfill. Present school 
Practices overcome neither the initial differences upon entry to school nor 
utions must not be simplistic. By changing 
the teacher-pupil ratio slightly or by introducing a few new reading books 


À; š mn in a 
ntire set of readings: children learn i 
; there should be a number of approaches to learning; 


experiences are important the elementary ciel 
ablishment of an effective kindergarten and ene 
hout a changed elementary program, however, bl 

a “head start” to nowhere. Such themes proba j i" 
evidence we have that educational psychology sel 
ntributions to education, 


tto schools, Death at an Early Age. The author “we 
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level, the missing records, the broken desks, the missing teachers. He 
talks of the standardized condescension by the adults and its effects. 
Also, he presents a poignant description of a little Negro girl picking 
her way to school past abandoned cars, winos, trash, and insults. Walk 
with her on her trip to school, as you read, and try to put yourself in 
her shoes to see “how it really is.” If you conclude that it will take more 
than a few Langston Hughes poems to restore human dignity in that 
setting, you may be right. 

The atmosphere of despair is pervasive in the ghettos. As one mother 
put it recently to one of the authors of this volume, “When you despair, 
the children know it. You may think you are putting up a brave front, 
but the children see through it. You can put up with a lot of hardships 
for yourself, but if you see no chance for your children to ever know 
anything better than you have known yourself, you despair. . . .” 

If this set of readings appears to overemphasize the educational problems 
of the poor, it is a result of our past neglect. If the scope of the problems 
seems overwhelming, it also follows that brief “crash” programs will 
not alleviate the difficulties. If we have indicated that the time to assess 
blame has long passed, then maybe we can as a nation join the effort to 
develop schooling for all children. Other programs almost by definition 
will be too little and too late. Education offers the opportunity to break 
the vicious cycle of poverty and halt the inheritance of despair by future 
generations. Prevention in the form of education seems the only viable 
solution. As a country we need to take education seriously almost as if 
our survival depended upon it. It does. However, whether the new pro- 
grams work, whether financial resources are wisely used, and indeed 
whether the children themselves will be any better off in the future, will 
depend on one major ingredient. People will ultimately make the difference. 
Informed, intelligent, and committed adults are needed. The problems are 
great, but so is the challenge. 
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43. SAFETY FIRST: COMMENTS ON TH 
IN THE LIVES OF CHILDREN O 


E INFLUENCE OF EXTERNAL DANGER 
F DISORGANIZED FAMILIES * 


C. A. MALONE 


This paper concerns aspects of the findings, 
impressions and formulations of three years 
of intensive work with the preschool offspring 
of a group of multiproblem, hard-to-reach 
families living in a Skid-Row area. This work 
constitutes one effort to meet the complex, 
difficult and costly challenges of unreached 
families, as an extension of family-centered 
child guidance practice into the community. 

The designation, “multi-problem, hard-to- 
reach family,” does not refer to a type or 
specific category, but rather to a loose, hetero- 
geneous group. This group can be demarcated 
grossly from stable, working-class families 
at the upper end of the lower-class continuum 
(7) out is less well distinguished from fami- 
lies nearer the more disorganized end of the 
range. Thus the multiproblem families with 
whom we worked represent a segment of the 
lower class which merges with and is related 
to other strata on the continuum. 


PSYCHOLOGICAL CHARACTERISTICS 
OF THE CHILDREN! 


By the time the 21 preschool children en- 
tered nursery school, as early as age two-and- 
a-half to three years, distinctive deviation in 
their development could be observed. Despite 
divergent individual histories, native endow- 
ment and temperament these three- to five- 


* Malone, C. A., “Safety First: Comments on 
the Influence of External Danger in the Lives 
of Children of Disorganized Families,” American 
Journal of Orthopsychiatry, Vol. 36, No. 1, Janu- 
ary 1966, pp. 3-12. Copyright, the American 
Orthopsychiatric Association, Inc. Reproduced by 

rmission. 

Mis develope this description of the children, 
I am indebted to our nursery school teacher, Mrs. 
Ilse Mattick, for her careful observations. 


year-olds shared most of the descriptive char- 
acteristics, which we will now present, with 
only small differences in intensity. 

The children were quick, agile, well coor- 
dinated and often capable of advanced gross 
motor feats. Yet heedlessness and general 
disregard for body care caused them to trip 
and fall or to stumble into things frequently. 
Most of them demonstrated a driven, on-the- 
go quality and tended to discharge tension 
and stress in disorganized motor activity. 
Their actions were rarely pleasurable, and 
their explorations of the environment were 
minimal and mechanically repetitious. 

Typically, the children approached adults 
with a friendly, shallow, nonspecific eager- 
ness. They displayed considerable skill in 
manipulating the teacher to secure her at- 
tention. Along with this need for attention, 
however, they showed distrust and intolerance 
of closeness. Contact between the children 
mainly involved facile imitation of each 
other’s activities as part of their rivalry for 
the teacher’s attention. In fact, imitation of 
expressions, gestures, words and behavior was 
a dominant feature of all their interaction 
with others. Conflicts were largely avoided, 
and aggression seldom was expressed openly 
except in the form of impulsive grabbing of 
another’s possessions, Instead, aggression ap- 
peared covertly in provocativeness and much 
later in dramatically playing the roles of vin- 
dictive, demanding, controlling and punishing 
figures. Related to this identification with the 
aggressor, low self-esteem and marked self- 
devaluation were characteristic of these chil- 
dren along with derogation of their products- 
They had little confidence in their ability and 
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very little enjoyment from themselves in play, 
exploration or achievement. 

The children’s mode of functioning tended 
to be by passive response to the cues of others 
rather than by the use of initiative. Their 
token, joyless performance of directed rou- 
tines, often in an overly compliant manner 
and their inability to handle independently un- 
directed activities pointed to a significant 
deficit in self-determination and age-appropri- 
ate assertiveness. The children didn’t ask for 
appropriate help and often could not accept 
it when it was offered. They showed, how- 
ever, pseudoautonomy in that they tended to 
substitute manipulativeness, compliance, con- 
trollingness and appearance of being grown 
up for voluntary control and independence. 
Expectation of calamity and guarded fearful- 
ness permeated their daily nursery school 
lives. They demonstrated a “danger orienta- 
tion,” a perceptual apprehensiveness, in which 
they watched and listened intently and re- 
acted impulsively as though by proper reading 
of cues they could forestall trouble for them- 
selves. In contrast, they were unresponsive 
to other stimuli such as attractive displays 
or verbal explanations. 

When the children first came to nursery 
school they lacked interest in learning the 
names and properties of objects. Colors, 
numbers, sizes, shapes, locations, all seemed 
interchangeable. Nothing in the room seemed 
to have meaning for a child apart from the 
fact that another child had approached or 
handled it or that the teacher’s attention was 
turned toward it. Even brief play depended 
on the teacher’s involvement and support. The 
children’s language development was retarded, 
and communication frequently was effected 
by other means, such as pleading looks, ap- 
pealing smiles and whimpering. Not only was 
their vocabulary small, but the language they 
had was limited in its usefulness. Their in- 
fantile speech often was used in an imitative, 
parroting manner or to gain attention and 
was little used to seek information and ex- 
planations or to solve problems. The simple 
words and sentences at their command were 
related mostly to satisfying immediate needs. 

Concomitant with their language impair- 
ment, these children showed delayed cognitive 
development in spite of low average IQs. 
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There was an excessive concreteness and lit- 
eralness, with a corresponding dearth of ab- 
stract thought and minimal capacity to gen- 
eralize and form concepts. Animation of the 
inanimate appeared more often than would be 
expected for this age group. The absence of a 
reliable system of causality, and a lack of 
knowledge about their surroundings, combined 
with a low frustration tolerance, made think- 
ing through and solving problems extremely 
difficult for them. Importantly, related to the 
children’s heavy reliance on external cues, we 
found that once they learned to do something 
one way, or one meaning for a new word, it 
was extremely difficult, or sometimes not pos- 
sible, to teach them to use another way or a 
second meaning. Thus, the tendency toward 
literalness and inflexibility, noted in their 
imitation and emotional response to people, 
also was apparent in their language and 
thought processes. 

Finally, with all their immaturity and their 
efforts to appear grown up these children did 
possess certain abilities above age expectancy. 
They often took on responsibility beyond their 
years. They could go shopping across danger- 
ous intersections, feed babies at night, make 
decisions for their parents and accomplish a 
variety of other advanced activities. Such 
advanced capacities coupled with the chil- 
dren’s immaturities in other areas resulted 
in the uneven, disparate development which 
was perhaps the children’s most distinguish- 
ing characteristic. 


INFLUENCE OF THE ENVIRONMENT 


Those familiar with studies on the effects 
of maternal deprivation in institutionalized 
children (2, 3, 4, 8, 11) will recognize that 
many of the leading characteristics of the 
preschool children described here correspond 
to those reported in such studies. This raises 
the possibility that characteristics such as 
shallow, nonspecific relationships; delayed 
language and cognitive development; low 
level of initiative; diminished interest in and 
enjoyment from themselves and others, and 
quiet, docile and conforming behavior (despite 
impaired capacity to modulate and control 
impulses) may be related to the effect of 
maternal deprivation, which exists for these 
children as a dynamic process in spite of their 
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being family-reared. For although the chil- 
dren do not grow up in the sterile, orderly, 
quiet atmosphere of an institution, they 
nevertheless lack consistent care from the 
same person. Growing up in a noisy, hectic 
apartment with a mother whose physical and 
emotional presence is unreliable and who is 
frequently overwhelmed by the manifold 
burdens of the household and the care of 
many small children, these children frequently 
are left alone for hours. As babies they may 
be put off by themselves in a crib and are 
isolated from stimulation for most of each 
day. They are fed with propped bottles with- 
out being checked regardless of the cause of 
their cries. If they lose the nipple and are 
unable to retrieve it or to hold onto the bottle, 
their needs may go unattended. When the 
mothers are present, their own needs interfere 
with their capacity to give to their children. 
In general there is little holding, comforting 
and handling involved in the mother’s child 
care. A quiet child is considered a “good” 
child, and self-activation and motor capacity 
are welcome if they answer the mother’s need 
and expectation to have her child grow up 
fast and do not place any demands upon her. 
Toys are minimal, usually kept out of reach 
and often inappropriate. But more important, 
the children are rarely played with, talked to 
and given explanations. In short, the varied 
physical, emotional and intellectual stimula- 
tions of a mutually enjoyable relationship to 
the mother are minimal. 

The deviant development of these children, 
however, cannot be completely described or 
fully understood in terms of deprivation alone. 
It is not only a matter of delay and deficiency, 
it is also uneven and anachronistic. 

These disparate features of the children’s 
development led us to consider other forma- 
tive influences in their environmental and re- 
lationship experiences in addition to depriva- 
tion. In this quest certain qualities of the 
children not previously reported or empha- 
sized in studies of deprived children caught 
our attention. These qualities were the chil- 
dren’s danger orientation; their high anxiety 
level and trend toward diffuse motor dis- 
charge; their pseudoautonomy and procla- 
mations of an independence they did not pos- 


sess; their reliance on visual and auditory 
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hyperalertness to orient and protect them- 
selves, and finally the literalness of their im- 
itation, learning and thinking. 

These features led, in our thinking, to an 
emphasis on the influence of real danger, self- 
preservation and survival in the children’s de- 
velopment. Even brief consideration of their 
environment underscores the kind of danger 
these children are exposed to early and contin- 
uously in their lives, 

They must bear the brunt of harsh punish- 
ment and parental loss of control. They are 
yelled at, slapped, and beaten in inconsistent, 
confusing ways. They are punished for acci- 
dents as well as intentional naughtiness, for 
things they haven’t done as well as things 
they have done; even for things that previously 
and on other occasions they have been encour- 
aged to do. They are exposed to their mothers’ 
devaluating criticisms. The children’s efforts 
to achieve and produce, their expressions of 
assertion and selfhood, their products and even 
their sexual identities are derogated. Publicly 
their parents will deride them with comments 
like, “Who is she; she’s a nobody.” Or, “He 
thinks he’s a boy.” These children witness 
parental drunkenness, battles and sexual ac- 
tivities and experience parental neglect and 
abuse. Alcoholism, violence, promiscuity and 
prostitution are not abstract concepts, but 
home and neighborhood life experiences for 
them. Unpredictably their mothers leave them 
alone, or in the unreliable care of others- 
Threatened desertion, homelessness and police 
action continually hang over their heads. 

Gradually, as we reflected on the impact of 
these ubiquitous dangers to the children, a 
conceptual framework emerged. This frame- 
work differs from Past conceptions in the 
emphasis it places on the role of outer danger 
in the children’s life adjustment. The re- 
mainder of this paper will be devoted to pre- 
senting in condensed form the major points of 
this conceptual framework. 

To begin with, disorganized families live 
in (and their children grow up in) a “desert” 
and a “jungle.” By “desert” we mean the 
barren wasteland of unmet, neglected needs 
in their family and social lives which consti- 
tute deprivation. By “jungle” we mean the 
confusing, untamed family and neighborhood 
world of impulsivity, excess and asocial pat- 
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terning which constitutes real external danger. 
To illustrate our concept of “desert” or depri- 
vation, as opposed to “jungle” or external 
danger, let us describe a few interrelated con- 
trasts in the children’s environment. These 
children are brought up by narcissistic mothers 
who are frequently physically or emotionally 
absent. On the other hand, they are confusedly 
shifted and shunted around in unpredictable 
ways among too many adults. Many are per- 
mitted to have certain kinds of seductive, 
physical contact with their mothers. The chil- 
dren are reared by mothers who are limited 
in their capacity to give and frustrate exces- 
sively; on the other hand, the children are 
overindulged and infantilized. They grow up 
in a world of general apathy, inactivity and 
“depression” in a derelict, normless society. 
By contrast, they are exposed to erratic, vio- 
lent, aggressive outbursts and instinctually 
overwhelming sights and sounds. In their 
homes and neighborhoods toys and play are 
minimal or absent; on the other hand, they 
become involved in “games” that are not play 
and “fun” that is forbidden. 

The role of external danger is emphasized 
because it has generally not been given recog- 
nition in the literature on multiproblem fami- 
lies, whereas, by contrast, deprivation has 
received considerable attention as the domi- 
nant or sometimes sole etiological factor. 
We wish to make it clear, however, that we 
realize that external danger and deprivation 
are for the most part inseparable. Depriva- 
tions such as separation or temporary deser- 
tion and insufficient love and protection are 
also dangers. Dangers such as harsh punish- 
ment and exposure to sexual experiences also 
involve deprivations in regard to what is mis- 
sing in the children’s experiences with their 
parents. We further recognize that the most 
profound influence on the children’s develop- 
ment comes from the combined effects of these 
forces. For example, the depriving and punish- 
ing mothers become discomforting, frighten- 
ing and feared persons, and this overwhelming 
and dominant quality of the mothers probably 
has the most far-reaching effects on the chil- 
dren. Nevertheless, external danger in the 
family and neighborhood lives of the children 
is so marked and influential that it must be 
taken into account separately as well as in 
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combination with deprivation. Therefore, for 
heuristic purposes we will discuss it separately. 


THE ROLE OF EXTERNAL DANGER 


We postulate that external danger in the 
children's lives mobilizes early and continuous 
self-preservative interests and emphasizes 
survival first and foremost. Hence the children 
develop an early coping orientation to life and 
show considerable efforts toward compensa- 
tion. They use what they have developed to 
make up for their own deficiencies and to cope 
with their dangerous family and neighborhood 
environments. They develop early facility to 
know well what adults like, dislike or fear; to 
manipulate the environment and to present 
themselves endearingly if need be (1). 

It is particularly in terms of the ego that 
danger and survival considerations play a role. 
Four interrelated characteristics observed in 
the children illustrate this influence. 

1. Danger orientation. Although these chil- 
dren showed the facile friendliness and appeal- 
ing manner which is very like other deprived 
children, we were struck by their distrust- 
fulness, tension and guardedness. Despite 
their surface contentment, we were aware that 
their high level of anxiety and furtive looks 
betrayed their danger orientation. In the nur- 
sery school if something happened suddenly 
or unexpectedly, they reacted as though it were 
bad or threatening. If the juice spilled, or a 
block building were bumped into, all of the 
children reacted as though they were guilty 
and would be punished. There was no such 
thing as an accident; the concept seemed as 
foreign to them as the idea of intention. Even 
incidental happenings or passing events were 
reacted to as dangerous, and the children 
needed to be ever on the lookout for the worst 
to occur. 

2. The children showed visual and auditory 
hyperalertness to some stimuli while they were 
hypoalert to others. They were alert to the 
sounds and sights of the street, to the teach- 
er’s whereabouts and attention, to whom she 
was with, and to who was receiving something. 
They were hyperreactive in this manner to 
such an extent that they were not alert to, or 
sometimes even responsive to, the teacher’s 
spoken directions or to a display of colored 
paper, scissors and paste set out by her to 
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stir their curiosity and interest. It was as 
though these stimuli could not compete for 
the children’s attention in view of their pre- 
occupation with the task of avoiding potentially 
noxious situations. A feature of the children’s 
hyperreactivity was their use of vision to 
protect themselves in new situations, when a 
new person entered the room or when they 
were uncertain. In these circumstances the 
children showed intense visual scanning of the 
environment. They attempted to use visual 
recognition and analysis as a means of orient- 
ing themselves and showed particular adept- 
ness in reading external, observable cues. It 
appeared that the children “navigated” 
through life situations by triangulation rather 
than by a built-in guidance system. 

In relation to the children’s hyperalertness 
to the teacher and her whereabouts, we noted 
that while they attempted to prevent the 
teacher’s being too distant, they also did not 
let her get too close. It was as though they 
had to protect both against painful distance 
(loss of the teacher’s attention, experiencing 
her giving to another, being exposed to her 
leaving) and against painful closeness (intru- 
sion, vulnerability to their dependent longings, 
unexpected punishment, rejection or devalua- 
tion). Either extreme was too dangerous. 

3. In contrast to their vigilance concerning 
their surroundings, the children availed them- 
selves to many forms of denial such as avoid- 
ance, evasion, obliviousness and ignoring (5). 
The children avoided particularly noxious out- 
side stimuli by not being aware of them. For 
example, they handled the major and repeated 
threat of actual separation from their mothers 
by being oblivious to its existence, Similarly, 
although the children kept careful track of 
the teacher’s whereabouts when she was in 
the room, they ignored her when she left the 
room. We saw these as examples of a massive, 
primitive form of denial by not perceiving. 

4. Finally, the children revealed certain 
areas of “hypertrophied” ego functioning, 
areas of advanced ability. We noted that these 
“precocious” abilities had high survival value 
for the children. The kind of above-age ex- 
pectancy functioning that we have in mind 
in using the term “precocious” is, for example, 
the children’s role reversal with their parents, 
such as making decisions for them, baby-sit- 
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ting, protecting and caring for infants and 
younger siblings. In this role reversal several 
of the children’s coping capacities, stimulated 
by danger and survival considerations, com- 
bine: their need to avoid parental punishment 
if they displease, their use of observable cues 
to orient themselves and their facility to imi- 
tate and learn by rote. The process is further 
reinforced by their parents’ demand that they 
function in certain grown-up ways and the 
high premium placed by the parents on having 
their own needs met. 

The children’s advanced abilities play an 
important part in their efforts, often success- 
ful, to compensate for deficiencies in them- 
selves and others, and to cope with their de- 
viant milieu. By virtue of their getting-along 
orientation, they are able to maintain ele- 
ments of security in their lives; by virtue of 
their use of hearing and vision to scan their 
environment alertly for signals of possible 
danger and to size up and adjust to a situation, 
the children provide themselves with some 
semblance of safety (10). By these means 
they are less vulnerable to the realistic dangers 
around them. They have sufficient protection 
So that the frequent traumata of their exist- 
ence which can, under other circumstances, 
disrupt and fragment personalities, do not 
produce in them atypical, psychotic-like end 
results. In view of the confusion, danger and 
disorganization which surrounds them, this is 
no small or insignificant accomplishment. 

Clearly, the children’s ability to cope and 
areas of hypertrophied ego functioning are 
among their strengths. We believe, however, 
that these “strengths” are also weaknesses and 
that in the final analysis they contribute to the 
children’s literalness and inflexibility and to 
the fixation in their development. Although 
the children are assisted by their need for self- 
preservation and stimulated by external danger 
to adjust to their special kind of life space, 
they pay a price for this assistance. 

The children of these families are, for 
example, pressed into service at an early age 
and as young as three years are sent to d0 
the family shopping. To accomplish this they 
must cross busy, heavily travelled streets with- 
out benefit of stop lights; they must find thei? 
way to and from the store, and hand or tell 
the storekeeper a short list of desired items, 
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then give him the money or request that he 
charge it on the family bill. Now clearly for 
three- or five-year-old children this is an ad- 
vanced accomplishment involving multiple 
skills. On the other hand, when our nursery 
school teacher on several occasions took the 
children to visit the neighborhood store in 
order to build upon this natural skill and com- 
mon experience, she was surprised. She found 
that, taken by a different route, they did not 
seem to know their way around the store, nor 
the names of common items on the shelves. 
They showed little interest or curiosity, but 
when asked, “What do you get at the store?” 
they rapidly rattled off the names of a few 
everyday items which obviously came from 
memorized lists. This illustration reveals the 
weakness involved in one of the children’s 
“precocious” abilities. The children’s shop- 
ping ability was not an internal adaptive ca- 
pacity, but rather a premature coping pattern 
learned by rote. Consequently, it remained 
inflexibly stereotyped and did not lend itself 
to elaboration or generalization. Correspond- 
ingly, in dramatic play in nursery school, when 
it developed, the children did not repeat or 
elaborate in fantasy “playing store” or “going 
shopping.” 

Similarly the children’s heavy reliance on 
vision to read cues, to reflect imitatively and 
to be on the lookout for danger is useful, but 
they pay a price for this capability in the de- 
gree to which they are further bound to ex- 
ternal stimuli. We feel that the children’s 
being bound to external stimuli contributes to 
the rigid literalness of their learning and imi- 
tation and to the concreteness of their think- 
ing (6). 

In other words, our descriptive data suggest 
that under the pressures of outer danger and 
the need to grow up fast, these children grow 
up too fast and relinquish their childhoods 
too early. Their early independence and pre- 
mature coping and defensive ability do not 
lead to later full independence. It is our im- 
pression that the children’s premature capacity 
to adjust leads to early closure of their develop- 
ment whereby genuine mastery and flexible 
adaptability are forfeited. 

Our findings also suggest that it may be 
that the children’s experiences with their dis- 
comforting, inappropriately overstimulating, 
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punitive, and at times frightening mothers 
have prompted them to turn away from their 
mothers and to invest in themselves and their 
own equipment and capacity to avoid pain (9). 
This experience has promoted distrust of 
others; keeping a safe distance and manipula- 
tive control of the situation interfere with 
and substitute for close affective relations. 
Thus the children have turned away from 
certain passive experiences involving entrust- 
ing oneself completely to another, which would 
have provided a cornerstone for certain critical 
inner developments. 


SUMMARY 


In summary, then, we have attempted to 
emphasize that multiproblem, hard-to-reach, 
disorganized families exist on the lower end 
of a continuum of lower-class families. The 
composition of the previously unserved chil- 
dren of these families with those of less dis- 
organized families along this range will assist 
in the overall process of developing a clearer 
perspective on the important, nationwide prob- 
lems of “deprived” or “disadvantaged” chil- 
dren, which is necessary if we are to plan, 
carry out and evaluate therapeutic and/or edu- 
cational programs for these children carefully 
and effectively. In an effort to contribute to 
this process of gaining perspective, we have 
presented descriptive findings on the psycho- 
logical characteristics and developmental de- 
viation of 21 preschool children seen in a 
demonstration, therapeutic-educational nur- 
sery school program. We have related some 
of these characteristics to the presence in 
the children’s family and neighborhood lives 
of maternal deprivation and real external 
danger. A conceptualization of the influence 
of external danger on the children’s deviant 
development was offered. The salient features 
of this viewpoint are: 

1. Disorganized, multiproblem families live 
in, and their children grow up in, an environ- 
ment that rightly can be designated as a 
“desert” (deprivation) and a “jungle” (ex- 
ternal danger). The children of these families 
cannot be understood from the viewpoint of de- 
privation alone. One can only gain a full 
perspective on how these children differ from 
other studied groups of deprived children if 
one also takes into account the influence of 
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excess and external danger in their environ- 
ment. 

2. We postulate that external danger in the 
lives of these children mobilizes early and con- 
tinuous self-preservative interests and empha- 
sizes survival first and foremost. Hence the 
children develop an early coping, “getting- 
along” orientation to life and show consider- 
able efforts toward compensation. 

3. We consider that the influence of these 
factors on ego development is seen particularly 
in the children’s danger orientation, perceptual 
hyperalertness, use of various forms of denial 
and areas of advanced or anachronistic develop- 
ment. 

4. These areas of advanced ability play an 
important role in the children’s efforts to com- 
pensate for deficiencies in themselves and 
others and to cope with their deviant milieu. 
But these very abilities, which are among the 
children’s strengths, are also their weaknesses; 
they contribute to the relative literalness and 
inflexibility of the children, and to the fixation 
of their development. These weaknesses pose 
a major handicap in their lives, especially with 
regard to successful functioning and learning 
in school. 
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44. COMPENSATORY EDUCATION FOR CULTURAL DEPRIVATION « 


B. S. BLOOM, A. DAVIS, AND R. HESS 


During the past three decades there has 
been a tremendous influx into the large cities 
of children who do not seem able to take ad- 


* From Compensatory Education for Cultural 
Deprivation by Benjamin S. Bloom, Allison Davis, 
and Robert Hess. Copyright © 1965 by Holt, 
Rinehart and Winston, Inc. Reprinted by permis- 
sion of Holt, Rinehart and Winston, Inc. 


vantage of the educational opportunities of- 
fered by the conventional elementary school. 
Methods and materials which have served the 
average child well do not seem to help the 
culturally disadvantaged child acquire the vital 
communication and computation skills which 
are So necessary to achievement of educational 
goals. Conventional approaches to the acquir- 
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ing of these skills make learning demands on 
disadvantaged children which they simply are 
not able to meet. The gaps between the learn- 
ing tasks and the “readiness” of the children 
are a source of frustration to the teachers as 
well as the children. All too quickly, the 
teacher and the child are ready to give up the 
struggle—both with a terrible sense of being 
defeated. 

As was pointed out in the previous section, 
the culturally deprived child comes to school 
with deficits in learning sets and the ability to 
“learn to learn.” Since he lacks particular ex- 
periences and since he is at a relatively low 
level of linguistic development, he is usually 
not ready to begin his learning at the same 
level and by the same approach as is character- 
istic of children from favorable cultural en- 
vironments. Unless the school reshapes its 
curriculum and methods to begin with the 
child where he is, learning cannot proceed in 
a fruitful and meaningful way. r 

Present school practices do not succeed in 
overcoming the initial differences between cul- 
turally advantaged and culturally disadvan- 
taged children. Instead, what start as small 
measurable differences in the first grade be- 
come larger each year. By the end of the sixth 
year of school, there is a cumulative deficit 
in the school achievement of the culturally dis- 
advantaged children which shows up most 
clearly in the tool subjects of reading and 
arithmetic. But, even in the measures of 
general intelligence many of these children 
appear to decline during the period of grade 1 
to grade 6. It is this cumulative deficit which 
must be reversed as early as possible in the 
culturally deprived child’s school career. 

The child from the culturally deprived home 
comes to school with an interest in the new 
experiences but without some of the experi- 
ences, skills, and values typical of the middle- 
class child. The culturally advantaged child 
has been amply rewarded for his previous 
learning, and he is likely to begin school valu- 
ing achievement (and specifically school 
achievement) as a good in its own right. In 
contrast, the culturally deprived child has 
difficulty in learning for its own sake and in 
learning for the approval of an adult. He 
values things and activities which are conerete 
and which have immediate and tangible re- 
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wards. He has difficulty in seeing the rele- 
vance of much of school learning since he is 
unable to comprehend fully or accept the de- 
ferred and symbolic gratification that the 
middle-class child has come to accept. As each 
year of school goes by, the culturally disad- 
vantaged child suffers further frustration and 
failure. He is rarely rewarded or approved 
in the school and is penalized and disapproved 
of more strongly each year. As this increasing 
failure becomes apparent to the child and to 
all who are concerned with him (parents, 
teachers, school administrators), the child be- 
comes alienated from the school program. He 
recognizes that there is little likelihood that 
he will get satisfaction from his schoolwork 
and he seeks satisfying experiences elsewhere. 
He usually turns to his peers for more satis- 
fying relations than he has with adults. For 
this as well as for other reasons, the peer 
group becomes more central in the life of 
lower-class children far earlier than it does 
for middle-class children. 

The culturally deprived child has some spe- 
cial difficulties because the school learning 
environment and materials are so very differ- 
ent from the settings which are familiar to 
him. However, it is in the reduced physical 
activity of the school and in the demand for 
long spans of attention that he is at a special 
disadvantage as compared with children from 
culturally advantaged homes. It is difficult 
for him to learn to be quiet and to attend to 
a flow of words (many of which he does not 
understand) from the teacher. 

The elementary school teacher is expected 
to use the conventional materials and methods 
of the elementary school curriculum for all 
children. As the teacher becomes frustrated 
because of the relatively poor progress of the 
culturally disadvantaged children, she is likely 
to place the blame on the children (or their 
parents) rather than on the curriculum and 
methods of instruction. The discouragement 
of the teacher is communicated to the chil- 
dren. Finally, the teacher faced with restless 
children learning poorly views her task as 
primarily one of maintaining discipline and 
order. Teacher and child alike seek ways of 
getting out of what has come to be a bad 
situation for both. While it is possible for 
the teachers and school administrators to 
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blame the home and the parents for the diffi- 
culties these children have in learning, this 
placement of blame does little good for the 
child or the teacher who must deal with him. 
Furthermore, this placement of blame does 
little to attack the central problem which is 
the improvement of the learning of the child 
as early as possible in his school career. 

The first three years of the elementary 
school are critical. If learning is not success- 
ful and satisfying in these years, the entire 
educational career of the child is seriously 
jeopardized. The child’s interest in school 
learning, the problems of the school dropout, 
and the educational and vocational career of 
the individual are largely determined by what 
takes place in the first few years of public 
school. 

Even more serious than the lack of effec- 
tive conventional school learning is the effect 
of continuous failure on the child’s image of 
himself and his attitude toward others. It is 
a serious blow to one’s pride to suffer failure 
time and time again. Success gives one cour- 
age to attempt more and more complex tasks 
—failure does not. 


SOME IMPLICATIONS FOR 
THE SCHOOLS 


Since the present introductory years of the 
elementary school do not effectively prepare 
the culturally deprived child for the later years 
of school, it is the clear responsibility of the 
schools to devise a more effective school pro- 
gram for these children. 

The development of a more effective school 
program for these children can do much to 
help them solve the learning tasks of the school 
and at the same time acquire a more adequate 
self-image. It is in the interest of the school 
to halt the cumulative deficits of these children 
as early as possible in order to make later 
instruction and learning increasingly effective. 
Ideally, a solution to the learning problems of 
these children in the first few grades of ele- 
mentary school should mean that the existing 
school programs at later grades are likely to 
become more effective, and there will be less 
need for drastic modification of these school 
curricula. 

It would be most efficient and effective if 
the early learning in the home prepared these 
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children for the elementary school. Where 
the home cannot provide this preparation, it 
would be in the interests of the child and the 
school if this could be done during the nursery 
school-kindergarten period. If circumstances 
prevent these solutions or attacks on the prob- 
lem, then the earlier in the elementary school 
that appropriate school programs are made 
available to these children, the better for all 
concerned. 

There is increasing evidence that elementary 
school programs have been developed which 
reduce the cumulative deficits in learning. 
Some of these school programs appear to have 
such powerful effects in the improvement of 
reading, language (including speech), and 
arithmetic that the differences between cul- 
turally disadvantaged and culturally advan- 
taged children become very small. 

The schools must recognize the complexity 
of the educational problem of these children 
and must not expect to solve these problems 
by some single change such as a new textbook, 
a more favorable teacher-pupil ratio, a teach- 
ing machine, ete. The basic problem is to 
start with the child where he is and to proceed 
by a carefully developed and sequential pro- 
gram to bring him up to a level where he 
can learn as well as other children and even- 
tually under the same conditions as other 
children. 

If an effective program of nursery school 
and kindergarten education has already been 
established, there should be less need for 
marked changes in the methods and curriculum 
of the elementary school. The following recom- 
mendations are made on the assumption that 
the majority of culturally deprived children 
Still begin school at Grade 1 and that this 
will be true for some time to come. 


RECOMMENDATIONS 


1. Evidence should be obtained on each child 
at the beginning of the first grade to determine 
the levels he has reached with regard to per- 
ceptual development, language development, 
ability to attend, and motivation for learning: 

Such evidence may be obtained by the use 
of previous records and special tests as well 
as by observing the child in actual learning 
situations for several] weeks. On the basis of 
this evidence, an educational prescription 
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should be written for the child and he should 
be placed with others in an appropriate section 
with a teacher who can best provide what he 
needs. 

2. In each school, there should be a number 
of approaches to introductory learning, and 
each child should be placed in the approach 
which is most appropriate for him. 

Some of these approaches might stress early 
learning and readiness, others could stress an 
experience approach to language and reading ; 
and, still others might stress the present regu- 
lar programs of reading and arithmetic. 
Ideally, each teacher should become a specialist 
in a particular approach to learning as well 
as a specialist in dealing with a particular 
range of learning problems. 

Since these first years are so important, 
these should be the years in which each teacher 
has the smallest number of children (prefer- 
ably less than 20); each teacher should be 
aided by specialists in speech, reading, and 
school psychology; and each teacher should 
be aided by a pool of curriculum materials, 
games, self-learning devices, and other learn- 
ing materials. The use of teaching aids and 
assistants can do much to improve the effec- 
tiveness of instruction in these grades. 

3. The emphasis in the first three years of 
elementary school should be on the develop- 
ment of each child with careful evaluation 
records of his progress toward clear-cut tasks 
and goals. In these years, the child should not 
be failed or expected to repeat a grade or 
year. The careful sequential development of 
each child must be one of continual success at 
small tasks. 

4. A national commission of teachers and 
other specialists should be created to 0-0 
dinate and to develop the curricular guidelines, 
materials, and methods for the first three years 
of elementary school for culturally deprived 
children. This commission should develop 
several alternative approaches to the problem 
and should evaluate the effectiveness of such 
curricula. Ske 

Much of the initial work of this commission 
may be to appraise the effectiveness of some 
of the promising approaches already being 
used in some of the schools in large cities. 

5. The teaching staff for the first three 
years of school should be carefully selected 
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and have many opportunities for in-service 
education on the curriculum problems of these 
years. They should be so organized that they 
can provide continuity and sequential develop- 
ment for each child. They should regard their 
central task as helping each child master the 
fundamental skills in language, reading, and 
arithmetic as well as develop a general skill 
in learning itself. 

The teachers must be free to try new ap- 
proaches to these goals and should regard 
themselves as the key persons in helping each 
child create the base on which the entire edu- 
cational (and vocational) future of the indi- 
vidual depends. Salary, status, and training 
should be commensurate with this great re- 
sponsibility. 

6. Since the home is so important in the 
work of the schools—especially in the ele- 
mentary school period—every effort must be 
made to strengthen the relation between the 
home and the school. Parents must be in- 
volved in such a way that they can understand 
the importance of this level of schooling and 
so that they can provide support and reinforce- 
ment for the learning tasks of the school. Both 
teachers and parents must come to understand 
the ways in which the learning progress of all 
children is a dual task involving home and 
school. 

The schools must find ways of involving 
parents by imaginative devices such as special 
tutoring by the more able parents. Most cen- 
tral is the recognition by teachers and parents 
of the role of the parents in raising the aspira- 
tions of children and in the valuing of educa- 
tion and learning as a major means of gaining 
security and mobility. 

It is hoped that the involvement of the 
home and appropriate changes in school dis- 
trict regulations to reduce pupil transfers will 
do much to increase the continuity of relation- 
ship between each child and his teacher. This 
continuity is important in insuring sequence 
of learning and the establishment of the neces- 
sary human relationships for effective learn- 
ing. 

7. For culturally disadvantaged children 
who have not had the benefits of a revised 
curriculum in the first years of school there 
should be an all out effort to halt the cumula- 
tive deficits in learning achievement at the 
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later grades. While this is likely to be increas- 
ingly difficult as the child gets older, every 
resource should be available to the teachers at 
these levels. If it is necessary to sacrifice some 
aspects of the curriculum in order to bring 
these children to higher levels of achievement, 
the emphasis should be on the language devel- 
opment of the child, reading, and arithmetic. 
A longer school day, summer programs, 
small group instruction, teacher assistants and 
tutoring programs, the aid of specialists, the 
use of diagnostic instruments, and the de- 
velopment of more effective instructional ma- 
terials for this age group should all contribute 
to the educational development of these chil- 
dren. 


The adolescent period is the period in which 
the individual attempts to create a new iden- 
tity for himself and this is a period when he 
is especially open to new experiences which 
will help him determine who he is and what 
he might become. This is the period in which 
the peer group becomes very important in the 
life of the individual while the parents and 
other adults becomes less central than they 
were. This is also the period in which the indi- 
vidual looks to the future to determine what 
are the realities ahead for him and what he 
must do to prepare for these realities as he 
perceives them. 

If the individual regards higher education 
as appropriate and available for him, his 
learning at the adolescent level proceeds rela- 
tively smoothly. If he does not hope and aspire 
for higher education and sees no relevance of 
secondary education for his occupational fu- 
ture, he “marks time” until he is permitted 
to drop out of school or until he completes 
secondary education—if pressed hard to do so. 

By the beginning of secondary school, the 

typical culturally disadvantaged student is 
reading at a level approximately 314 years 
below grade level. He is considerably retarded 
in arithmetic and other school subjects. His 
problem solving and abstract thinking is at 
a very low level as compared with others at 
this grade or age level. For these students 
there is a disaffection with school such that 
the student approaches learning tasks in a 
most apathetic manner. 
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There is little participation in the extra- 
curricular activities of the school other than 
athletics. Indeed, it would appear that most 
of the school activities are attractive primarily 
for the college-bound student. 

Few of the culturally deprived students at 
the secondary level have clear vocational goals 
or the motivation to persist in a learning pro- 
gram which may enable them to make voca- 
tional choices. 

Combined with these deficits in learning and 
motivation, many of these students have de- 
veloped a level of hostility and rebellion against 
school authorities, teachers, and other adults 
which interferes with learning and which 
makes their own lives one of continual resent- 
ment against individuals and forces around 
them. 

The culturally disadvantaged student has 
all too frequently given up hope for the future. 
Frustrated by the school’s demands and by its 
repeated punishment (and lack of rewards), 
he sees little relevance in present school learn- 
ing for the realities he perceives ahead. All 
that is interesting and meaningful at this 
Stage is his membership in a peer society 
which finds no place for itself in the school. 

The peer society provides for many lower- 
class youth a very exciting and rewarding life. 
Such a society enables him to become relatively 
independent of adult control. In such a society 
he has opportunities for becoming a leader 
or for Participating in significant activities 
under leaders he admires and with others who 
share a common set of interests and values. 
The peer society frequently provides relation- 
Ships between girls and boys at a level of 
intensity far beyond that approved by adults 
or social institutions like the school, church, 
or community organizations. Put in other 
terms, the school with its emphasis on learning 
tasks, deferred gratifications, and adult-con- 
trolled social activity has a difficult time in 
competing with a peer society which offers 
exciting and meaningful activity with imme- 
diate and powerful rewards quite independent 
of adult controls. 

The secondary school system has functioned 
as a selective system giving its major attention 
to the youth who are able to complete it suc- 
cessfully and priding itself primarily on the 
youth who are in college preparatory programs. 
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The schools have not been able to find ways of 
reaching in a very vital way approximately 
one-third of the youth who begin secondary 
education. 

It is the establishment of one’s identity 
which is undoubtedly the central developmental 
task of adolescence. The individual is begin- 
ning to make a balance sheet of the negative 
and positive aspects of his personality and 
character. He sees himself as somewhat alien- 
ated and different from his parents and is 
groping for models of persons who best com- 
bine the characteristics he admires. He would 
like to become more like these models and he 
begins to imitate some of the more superficial 
characteristics of these models, that is, dress, 
appearance, and mannerisms. He is also des- 
perately searching for a set of values and 
attitudes which will give meaning to his life 
and which will make him a unique individual 
who has worth in his own eyes, and perhaps 
in the eyes of others. Finally, he (or she) is 
seeking to establish his own adequacy as a 
male or female in our society. This definition 
of adequacy involves attractiveness to members 
of the opposite sex as well as adequacy as a 
male or female in the eyes of members of 
his (or her) own sex. In our society this sense 
of adequacy is also related to being able to 
enter a vocation (or marriage) which will give 
him sufficient material resources to enable him 
to lead at least as good a life as his parents. 
For some, this notion of a vocation includes 
satisfaction in the work, status, and the oppor- 
tunity to contribute to others. 

As one views the problems of the adolescent, 
and especially those of the culturally disad- 
vantaged adolescent, against the present BA 
ganization and curriculum of the schools, it 
becomes clear that the schools are not meeting 
the special needs of this group. This occurs 
partly because the school is only one of the 
social institutions in the community which has 
a sense of responsibility for this group, and 
all too frequently these different social insti- 
tutions have no way of working together on 
a common set of problems. In part, also, the 
schools and the other social institutions are 
working in traditional ways while the larger 
Society—the city, the economy, and the govern- 
ment—is changing so rapidly that traditional 
approaches to the problem are no longer ade- 
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quate. Finally, the core of the over-all prob- 
lem is that a rapidly changing society raises 
questions about traditional values, as does the 
adolescent society, and there are no simple 
ways for developing a new set of values 
quickly. 


IMPLICATIONS FOR THE SCHOOLS 
(AND COMMUNITY) 


The schools working alone can do a great 
deal for some culturally disadvantaged adoles- 
cents. Working alone, the schools can do some- 
what less for a sizeable portion of this group. 
Only as the schools combine their efforts with 
the efforts of other community agencies and 
cooperate with industry and government can 
the problems facing the majority of these ado- 
lescents be effectively solved. 

In a society which has need for a constantly 
increasing portion of its youth to secure higher 
education, some more concerted effort must 
be made to enable a larger portion of these 
youth to secure higher education. In the cul- 
turally disadvantaged group there is a sizeable 
proportion of the youth (perhaps one-third) 
who can aspire to higher education and who 
should be enabled to secure this higher edu- 
cation. 


RECOMMENDATIONS 


1. A major effort must be made to identify, 
by the beginning of secondary education, a 
sizeable group of deprived students who can 
with appropriate continual effort on the part 
of the school be enabled to complete secondary 
education successfully and begin higher edu- 
cation. These students must be offered special 
instructional programs, tutorial help as needed, 
increased counseling, and help on the basic 
skills and tool subjects (for example, Higher 
Horizons Project). 

It is quite possible that these students could, 
by a system of tutoring less able students, be 
able to satisfy their own needs for service to 
others and at the same time begin to make 
their own aspirations for higher education 
more realistic. (Thus, a system of remunera- 
tion for tutoring other students including the 
younger students could be supported by the 
state and national government so that each 
year the student from the 9th through the 12th 
grade could receive some pay while an equal 
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amount was put in a special higher education 
fund to be made available when he entered a 
higher educational institution.) The point of 
all this is that each individual needs to make 
real his aspirations for the future while at 
the same time he needs to have a sense of 
independence as well as a sense of dedication 
and service to others. Such a system of earn- 
ing his way by tutoring others could remove 
the stigma of being a special recipient of phi- 
lanthropy or charity. 

2. Culturally disadvantaged adolescents who 
are having great difficulty with the regular 
school curricula should have a school program 
which emphasizes the basic skills of language 
and reading and they should be permitted to 
specialize in an area in which they are es- 
pecially interested. 

Such a program would reduce the emphasis 
on general education courses and would permit 
the student to go as far as he can go in some 
area of specialization. Such specialization 
could begin as early as the 9th year of school. 

It is especially important for these students 
to have a detailed diagnosis of their special 
weaknesses and strengths in the basic skills 
and be helped by appropriate remedial mea- 
sures, tutorial instruction, and more effective 
curricular materials. 

3. For these youth, there should be work- 
study plans in which students can learn in 
relation to the work. This requires very effec- 
tive co-operation between schools, industry, 
and public agencies. 

Work on blind-alley positions which involve 
little opportunity for learning would have 
little value for the student. It is quite possible 
that work-study programs could be developed 
in which the type of work experiences are 
arranged in an increasing order of complexity 
from jobs that could be learned in a single 
week to jobs that require many weeks to 
master. If then, students could begin with 
simple jobs, learn them and then move to more 
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complex jobs, they could develop some of the 
basic abilities of learning to work and learn- 
ing to adapt to different work situations. 
Ideally, a student might have four to six work 
experiences during the age period 16 to 19. 
A student in these work experiences should be 
appropriately supervised and helped to learn 
both on the job and in the school. The student 
should be moved to as complex a type of work 
as he can master and increasingly his work 
experiences should be related to the types of 
jobs for which there will be greatest need in 
industry and the community. Students in these 
work-study plans will need frequent counseling 
in order to understand the realities of the 
job market in relation to their own skills and 
expectations. A specially trained group of 
counselors will be needed to help these students 
with their educational-vocational decisions. 

4. For all youth, and especially for the cul- 
turally disadvantaged youth, there should be 
peer societies which have continuity over the 
age period 14-19 and which provide opportuni- 
ties for social relations, service to others, and 
the development of meaningful value patterns. 
Such peer societies may be organized by appro- 
priate community agencies with the co-opera- 
tion of the schools, 

This type of peer society requires much 
more than the present type of extracurricular 
and social activities of the high school which 
do not at present have a place for lower-class 
youth. 

In these peer societies there must be a place 
for key adult personalities in the community: 
This type of peer society plays a major role 
in other countries and provides the youth with 
a Meaningful set of relationships and activi- 
ties. Associated with the peer society should 
be opportunities for counseling youth, recrea- 
tional activities, and facilities for group meet- 
ings. Ideally, the peer society should enable 
youth to find support and help from others at 
a most critical stage in their lives. 


45. THE TANGLE OF PATHOLOGY * 


US. 


That the Negro American has survived at 
all is extraordinary—a lesser people might 
simply have died out, as indeed others have. 
That the Negro community has not only sur- 
vived, but in this political generation has 
entered national affairs as a moderate, hu- 
mane, and constructive national force is the 
highest testament to the healing powers of 
the democratic ideal and the creative vitality 
of the Negro people. 

But it may not be supposed that the Negro 
American community has not paid a fearful 
price for the incredible mistreatment to which 
it has been subjected over the past three 
centuries. 

In essence, the Negro community has been 
forced into a matriarchal structure which, 
because it is so out of line with the rest of 
the American society, seriously retards the 
progress of the group as a whole, and imposes 
a crushing burden on the Negro male and, in 
consequence, on a great many Negro women 
as well. 

There is, presumably, no special reason why 
a society in which males are dominant in fam- 
ily relationships is to be preferred to a matri- 
archal arrangement. However, it is clearly 
a disadvantage for a minority group to be 
operating on one principle, while the great 
majority of the population, and the one with 
the most advantages to begin with, is oper- 
ating on another. This is the present situa- 
tion of the Negro. Ours is a society which 
presumes male leadership in private and public 
affairs. The arrangements of society facili- 
tate such leadership and reward it. A sub- 


* U.S. Dept. of Labor, “The Tangle of Pathol- 
ogy,” The Negro Family: The Case for National 
Action, Washington, D.C., March 1965, pp. 29-37 
and 43-45, 
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culture, such as that of the Negro American, 
in which this is not the pattern, is placed at 
a distinct disadvantage. 

Here an earlier word of caution should be 
repeated. There is much evidence that a con- 
siderable number of Negro families have 
managed to break out of the tangle of path- 
ology and to establish themselves as stable, 
effective units, living according to patterns of 
American society in general. E. Franklin 
Frazier has suggested that the middle-class 
Negro American family is, if anything, more 
patriarchal and protective of its children than 
the general run of such families. Given equal 
opportunities, the children of these families 
will perform as well or better than their white 
peers. They need no help from anyone, and 
ask none. 

While this phenomenon is not easily mea- 
sured, one index is that middle-class Negroes 
have even fewer children than middle-class 
whites, indicating a desire to conserve the 
advances they have made and to insure that 
their children do as well or better. Negro 
women who marry early to uneducated laborers 
have more children than white women in the 
same situation; Negro women who marry at 
the common age for the middle class to edu- 
cated men doing technical or professional work 
have only four-fifths as many children as their 
white counterparts. 

It might be estimated that as much as half 
of the Negro community falls into the middle 
class. However, the remaining half is in des- 
perate and deteriorating circumstances. More- 
over, because of housing segregation it is 
immensely difficult for the stable half to 
escape from the cultural influences of the un- 
stable one. The children of middle-class Ne- 
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groes often as not must grow up in, or next 
to the slums, an experience almost unknown 
to white middle-class children. They are there- 
fore constantly exposed to the pathology of 
the disturbed group and constantly in danger 
of being drawn into it. It is for this reason 
that the propositions put forth in this study 
may be thought of as having a more or less 
general application. 

In a word, most Negro youth are in danger 
of being caught up in the tangle of pathology 
that affects their world, and probably a major- 
ity are so entrapped. Many of those who 
escape do so for one generation only: as things 
now are, their children may have to run the 
gauntlet all over again. That is not the least 
vicious aspect of the world that white America 
has made for the Negro. 

Obviously, not every instance of social path- 
ology afflicting the Negro community can be 
traced to the weakness of family structure. 
If, for example, organized crime in the Negro 
community were not largely controlled by 
whites, there would be more capital accumu- 
lation among Negroes, and therefore probably 
more Negro business enterprises. If it were 
not for the hostility and fear many whites 
exhibit towards Negroes, they in turn would 


TABLE 1 Children born per woman age 35 to 44: 
Wives of uneducated laborers who married young, 
compared with wives of educated professional 
workers who married after age 21, white and non- 
white, 1960." 


Children per 
Woman 


White Nonwhite 


Wives married at age 14 to 21 

to husbands who are laborers 

and did not go to high school 3.8 4.7 
Wives married at age 22 or over 

to husbands who are profes- 


sional or technical workers 

and have completed 1 year 

or more of college 2.4 1.9 

1 Wives married only once, with husbands 


resent. 
aaar 1960 Census, Women by Number of 


Children ever Born, PC (2)3A, table 39 and 40, 
pp. 199-238. 
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be less afflicted by hostility and fear and so 
on. There is no one Negro community. There 
is no one Negro problem. There is no one 
solution. Nonetheless, at the center of the 
tangle of pathology is the weakness of the 
family structure. Once or twice removed, it 
will be found to be the principal source of 
most of the aberrant, inadequate, or anti- 
social behavior that did not establish, but 
now serves to perpetuate the cycle of poverty 
and deprivation. 

It was by destroying the Negro family under 
slavery that white America broke the will of 
the Negro people. Although that will has re- 
asserted itself in our time, it is a resurgence 
doomed to frustration unless the viability of 
the Negro family is restored. 


MATRIARCHY 


A fundamental fact of Negro American 
family life is the often reversed roles of 
husband and wife. 

Robert O. Blood, Jr. and Donald M. Wolfe, 
in a study of Detroit families, note that 
“Negro husbands have unusually low power,” 
and while this is characteristic of all low 
income families, the pattern pervades the Ne- 
gro social structure: “the cumulative result 
of discrimination in jobs. . ., the segregrated 
housing, and the poor schooling of Negro 
men.” In 44 percent of the Negro families 
studied, the wife was dominant, as against 20 
percent of white wives. “Whereas the major- 
ity of white families are equalitarian, the 
largest percentage of Negro families are dom- 
inated by the wife.” 

The matriarchal pattern of so many Negro 
families reinforces itself over the genera- 
tions. This process begins with education. 
Although the gap appears to be closing at the 
moment, for a long while, Negro females were 
better educated than Negro males, and this 
remains true today for the Negro population 
as a whole. 

The difference in educational attainment 
between nonwhite men and women in the labor 
force is even greater; men lag 1.1 years be- 
hind women. 

The disparity in educational attainment of 
male and female youth age 16 to 21 who 
were out of school in February 1963, is strik- 
ing. Among the nonwhite males, 66.3 percent 
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TABLE 2 Educational attainment of the civilian 
Noninstitutional population 18 years of age and 
over, March 1964 
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TABLE 3 Percent of nonwhite youth enrolled in 
school who are 1 or more grades below mode for 
age, by sex, 1960. 


Color and Median school years completed 
sex 
White: 
Male 12.1 
Female 12.1 
Nonwhite: 
Male 9.2 
Female 10.0 


Source: Bureau of Labor Statistics, unpublished 
data. 


were not high school graduates, compared 
With 55.0 percent of the females. A similar 
difference existed at the college level, with 
4.5 percent of the males having completed 1 
to 3 years of college compared with 7.3 per- 
cent of the females. 

The poorer performance of the male in 
School exists from the very beginning, and 
the magnitude of the difference was docu- 
mented by the 1960 Census in statistics on 
the number of children who have fallen one 
or more grades below the typical grade for 
children of the same age. The boys have 
More frequently fallen behind at every age 
level, (White boys also lag behind white 
girls, but at a differential of 1 to 6 percent- 
age points.) 

In 1960, 39 percent of all white persons 
25 years of age and over who had completed 
4 or more years of college were women. Fifty- 
three percent of the nonwhites who had at- 


TABLE 4 Fall enrollment of civilian noninstitutional population in college, 


Age Male Female 
7 to 9 years old 7.8 5.8 
10 to 13 years old 25.0 ITL 
14 and 15 years old 35.5 24.8 
16 and 17 years old 39.4 27.2 
18 and 19 years old 57.3 46.0 


Source: 1960 Census, School Enrollment, PC (2) 
5A, table 3, p. 24. 


tained this level were women. 

However, the gap is closing. By October 
1963, there were slightly more Negro men in 
college than women. Among whites there 
were almost twice as many men as women 
enrolled. 

There is much evidence that Negro fe- 
males are better students than their male 
counterparts. 

Daniel Thompson of Dillard University, in 
a private communication on January 9, 1965, 
writes: 

As low as is the aspirational level among 

lower class Negro girls, it is considerably 

higher than among the boys. For example, 

I have examined the honor rolls in Negro 

high schools for about 10 years. As a 

rule, from 75 to 90 percent of all Negro 

honor students are girls. 
Dr. Thompson reports that 70 percent of all 
applications for the National Achievement 
Scholarship Program financed by the Ford 
Foundation for outstanding Negro high school 


by color and sex—October 


1963 (in thousands). 
i Number Percent of 
ane = wn oat “963 enrolled youth, age 14-34 
Nonwhite 
149 5.2 
4 
a he 137 41 
emale 3,372 
White 
2,599 12.0 
M 21,700 y 
Fem: a 13 1,451 7.0 
emale 20,6 
ulation Reports, Series P-20, No. 129 July 24, 1964, 


Source: U.S, Bureau of the Census, Current Pom 


tables 1, 5. 
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graduates are girls, despite special efforts by 
high school principals to submit the names of 
boys. 

The finalists for this new program for 
outstanding Negro students were recently 
announced. Based on an inspection of the 
names, only about 43 percent of all the 639 
finalists were male. (However, in the regu- 
lar National Merit Scholarship program, males 
received 67 percent of the 1964 scholarship 
awards.) 

Inevitably, these disparities have carried 
over to the area of employment and income. 

In 1 out of 4 Negro families where the 
husband is present, as an earner, and some- 
one else in the family works, the husband is 
not the principal earner. The comparable 
figure for whites is 18 percent. 

More important, it is clear that Negro fe- 
males have established a strong position for 
themselves in white collar and professional 
employment, precisely the areas of the econ- 
omy which are growing most rapidly, and to 
which the highest prestige is accorded. 

The President's Committee on Equal 
Employment Opportunity, making a prelimi- 
nary report on employment in 1964 of over 
16,000 companies with nearly 5 million em- 
ployees, revealed this pattern with dramatic 
emphasis. 


In this work force, Negro males outnumber 
Negro females by a ratio of 4 to 1. Yet 
Negro males represent only 1.2 percent 
of all males in white collar occupations, 
while Negro females represent 3.1 percent 
of the total female white collar work force. 
Negro males represent 1.1 percent of all 
male professionals, whereas Negro females 
represent roughly 6 percent of all female 
professionals. Again, in technician occu- 
pations, Negro males represent 2.1 percent 
of all male technicians while Negro females 
represent roughly 10 percent of all female 
technicians. It would appear therefore 
that there are proportionately 4 times as 
many Negro females in significant white 
collar jobs than Negro males. 

Although it is evident that office and 
clerical jobs account for approximately 50 
percent of all Negro female white collar 
workers, it is significant that 6 out of 
every 100 Negro females are in profes- 
sional jobs. This is substantially similar 
to the rate of all females in such jobs. 
Approximately 7 out of every 100 Negro 
females are in technician jobs. This ex- 
ceeds the proportion of all females in 
technician jobs—approximately 5 out of 
every 100. 

Negro females in skilled jobs are almost 
the same as that of all females in such 
jobs. Nine out of every 100 Negro males 


Total 
Employees 


Negro 


5000 
i i Male 


4000 


3000 


2000 


1000 


Female 


(0) 


Male 


Approximate 
Average Salary 


$9,240 $5,875 
Average Grade 1.26 629 


$6,800 $5,530 
681 484 


1 This is “Non-Negro' and may include some nonwhites other than Negro. 


FIGURE 1 


Department of Labor employment as of December 31, 1964. 
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are in skilled occupations while 21 out of 
100 of all males are in such jobs. 


This pattern is to be seen in the Federal 
government, where special efforts have been 
made recently to insure equal employment 
opportunity for Negroes. These efforts have 
been notably successful in Departments such 
as Labor, where some 19 percent of employees 
are now Negro. (A not disproportionate per- 
centage, given the composition of the work 
force in the areas where the main Department 
offices are located.) However, it may well 
be that these efforts have redounded mostly 
to the benefit of Negro women, and may even 
have accentuated the comparative disadvan- 
tage of Negro men. Seventy percent of the 
Negro employees of the Department of Labor 
are women, as contrasted with only 42 per- 
cent of the white employees. 

Among nonprofessional Labor Depart- 
ment employees—where the most employment 
Opportunities exist for all groups—Negro 
Women outnumber Negro men 4 to 1, and 
average almost one grade higher in classi- 
fication. 

The testimony to the effects of these 
Patterns in Negro family structure is wide- 
Spread, and hardly to be doubted. 


WHITNEY YOUNG: 

y Historically, in the matriarchal Negro s0- 
ciety, mothers made sure that if one of 
their children had a chance for higher ed- 


oe the daughter was the one to pursue 
1t. 


The effect on family functioning and role 
Performance of this historical experience 
[economic deprivation] is what you migh 
Predict. Both as a husband and as a father 
the Negro male is made to feel inadequate, 
Not because he is unlovable or unaffec- 
tionate, lacks intelligence or even a gray 
flannel suit. But in a society that mea 
Sures a man by the size of his pay check, 
he doesn’t stand very tall in a compari- 
son with his white counterpart. To this 
Situation he may react with withdrawal, 
itterness toward society, aggression 
oth within the family and racial group, 
self-hatred, or crime. Or he may escape 
rough a number of avenues that help 
him to lose himself in fantasy or to coni- 
Pensate for his low status through a vari- 


ety of exploits. 


THOMAS PETTIGREW: 

The Negro wife in this situation can easi- 
ly become disgusted with her financially 
dependent husband, and her rejection of 
him further alienates the male from family 
life. Embittered by their experiences with 
men, many Negro mothers often act to per- 
petuate the mother-centered pattern by 
taking a greater interest in their daughters 
than their sons. 


DETON BROOKS: 
In a matriarchal structure, the women are 
transmitting the culture. 


DOROTHY HEIGHT: 

If the Negro woman has a major underly- 
ing concern, it is the status of the Negro 
man and his position in the community and 
his need for feeling himself an important 
person, free and able to make his contri- 
bution in the whole society in order that 
he may strengthen his home. 


DUNCAN M. MACINTYRE: 

The Negro illegitimacy rate always has 
been high—about eight times the white 
rate in 1940 and somewhat higher today 
even though the white illegitimacy rate 
also is climbing. The Negro statistics 
are symptomatic of some old socioeconomic 
problems, not the least of which are under- 
employment among Negro men and compen- 
sating higher labor force propensity among 
Negro women. Both operate to enlarge 
the mother’s role, undercutting the status 
of the male and making many Negro fami- 
lies essentially matriarchal. The Negro 
man’s uncertain employment prospects, 
matriarchy, and the high cost of divorces 
combine to encourage desertion (the poor 
man’s divorce), increases the number of 
couples not married, and thereby also in- 
creases the Negro illegitimacy rate. In 
the meantime, higher Negro birth rates 
are increasing the nonwhite population, 
while migration into cities like Detroit, 
New York, Philadelphia, and Washington, 
D.C. is making the public assistance rolls 
in such cities heavily, even predominantly, 


Negro. 
Robin M. Williams, Jr. in a study of 


Elmira, New York: 
Only 57 percent of Negro adults reported 


themselves as married—spouse present, 
as compared with 78 percent of native 
white American gentiles, 91 percent of 
Italian-American, and 96 percent of Jewish 
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informants. Of the 93 unmarried Negro 
youths interviewed, 22 percent did not 


have their mother living in the home with 
them, and 42 percent reported that their 
father was not living in their home. One- 
third of the youths did not know their 
father’s present occupation, and two- 
thirds of a sample of 150 Negro adults did 
not know what the occupation of their 
father’s father had been. Forty percent of 
the youths said that they had brothers and 
sisters living in other communities: 
another 40 percent reported relatives liv- 
ing in their home who were not parents, 
siblings, or grandparent. 


THE FAILURE OF YOUTH 


Williams’ account of Negro youth growing 
up with little knowledge of their fathers, 
less of their fathers’ occupations, still less 
of family occupational traditions, is in sharp 
contrast to the experience of the white child. 
The white family, despite many variants, 
remains a powerful agency not only for trans- 
mitting property from one generation to the 
next, but also for transmitting no less valu- 
able contracts with the world of education 
and work. In an earlier age, the Carpenters, 
Wainwrights, Weavers, Mercers, Farmers, 
Smiths acquired their names as well as their 
trades from their fathers and grandfathers. 
Children today still learn the patterns of work 
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from their fathers even though they may no 
longer go into the same jobs. 

White children without fathers at least 
perceive all about them the pattern of men 
working. 

Negro children without fathers flounder— 
and fail. 

Not always, to be sure. The Negro com- 
munity produces its share, very possibly 
more than its share, of young people who 
have the something extra that carries them 
over the worst obstacles. But such persons 
are always a minority. The common run of 
young people in a group facing serious ob- 
stacles to success do not succeed. 

A prime index of the disadvantage of 
Negro youth in the United States is their 
consistently poor performance on the mental 
tests that are a standard means of measuring 
ability and performance in the present gener- 
ation. 

There is absolutely no question of any 
genetic differential: Intelligence potential 
is distributed among Negro infants in the 
same proportion and pattern as among Ice- 
landers 


or Chinese or any other group. 
American society, however, impairs the 
Negro potential. The statement of the 


HARYOU report that “there is no basic dis- 
agreement over the fact that central Harlem 
students are performing poorly in school 
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FIGURE 2 By the 8th grade, Central Harlem pupils’ average IQ was 87.7 compared to the 


national norm of 100. 
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may be taken as true of Negro slum children 
throughout the United States. 

Eighth grade children in central Harlem 
have a median IQ of 87.7, which means that 
perhaps a third of the children are scoring 
at levels perilously near to those of retarda- 
tion. IQ declines in the first decade of life, 
rising only slightly thereafter. 

The effect of broken families on the per- 
formance of Negro youth has not been exten- 
sively measured, but studies that have been 
made show an unmistakable influence. 

Martin Deutch and Bert Brown, investi- 
gating intelligence test differences between 
Negro and white 1st and 5th graders of dif- 
ferent social classes, found that there is a 
direct relationship between social class and 
IQ. As the one rises so does the other: but 
more for whites than Negroes. This is surely 
a result of housing segregation, referred to 
earlier, which makes it difficult for middle- 
class Negro families to escape the slums. 

The authors explain that “it is much 
more difficult for the Negro to attain identi- 
cal middle- or upper-middle-class status with 
Whites, and the social class gradations are 
less marked for Negroes because Negro life 
in a caste society is considerably more ho- 
Mogeneous than is life for the majority 
group.” 

Therefore, the authors look for background 
Variables other than social class which might 
explain the difference: “One of the most 
ihe differences between the Negro and 
White groups is the consistently higher fre- 
pieced of broken homes and resulting family 
isorganization in the Negro group.” 

Further, they found that children from 
ep where fathers are present have sig- 
ificantly higher scores than children in 
Omes without fathers. 


TABLE 5 Father absent from the home. 


Highest social 


Lowest social 
class level 


Middle social 
Class leve] 


class level 


werent of Percent of Percent of 
Ite Negro White Negro White Negro 
1 

54 43910827900 18-7 


(Adapted from authors’ table). 


351 


TABLE 6 Mean intelligence scores of Negro chil- 
dren by school, grade, social class, and by presence 
of father 


Social Class and Father Father 
School Grade present absent 
Lowest social class level: 
Grade 1 95.2 87.8 
Grade 5 92.7 85.7 
Middle social class level: 
Grade 1 98.7 92.8 
Grade 5 92.9 92.0 


(Adapted from author’s table). 


Mean Intelligence 


Scores 
Father Present 97.83 
Father Absent 90.79 


The influence of the father’s presence was 
then tested within the social classes and school 
grades for Negroes alone. They found that 
“a consistent trend within both grades at the 
lower SES [social class] level appears, and 
in no case is there a reversal of this trend: 
for males, females, and the combined group, 
the IQ’s of children with fathers in the home 
are always higher than those who have no 
father in the home.” 

The authors say that broken homes “may 
also account for some of the differences be- 
tween Negro and white intelligence scores.” 

The scores of fifth graders with fathers 
absent were lower than the scores of first 


TABLE 7 Percent of nonwhite males enrolled in 
school, by age and presence of parents, 1960. 


Both One Neither 

Age parents parent parent 

present present present 
5 years 41.7 44.2 34.3 
6 years 79.3 18.7 73.8 
7 to 9 years 96.1 95.3 93.9 
10 to 13 years 96.2 95.5 93.0 
14 and 15 years 91.8 89.9 85.0 
16 and 17 years 78.0 12T 63.2 
46.5 40.0 32.3 


18 and 19 years 


Source: 1960 Census, School Enrollment, PC (2) 
5A, table 3, P- 24. 
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graders with fathers absent, and while the 
authors point out that it is cross sectional 
data and does not reveal the duration of the 
fathers’ absence, “What we might be tapping 
is the cumulative effect of fatherless years.” 

This difference in ability to perform has 
its counterpart in statistics on actual school 
performance. Nonwhite boys from families 
with both parents present are more likely to 
be going to school than boys with only one 
parent present, and enrollment rates are even 
lower when neither parent is present. 

When the boys from broken homes are in 
school, they do not do as well as the boys 
from whole families. Grade retardation is 
higher when only one parent is present, and 
highest when neither parent is present. 

The loneliness of the Negro youth in 
making fundamental decisions about educa- 
tion is shown in a 1959 study of Negro and 
white dropouts in Connecticut high schools. 

Only 29 percent of the Negro male drop- 
outs discussed their decision to drop out of 
school with their fathers, compared with 65 
percent of the white males (38 percent of the 
Negro males were from broken homes). In 
fact, 26 percent of the Negro males did not 
discuss this major decision in their lives 
with anyone at all, compared with only 8 per- 
cent of white males. 

A study of Negro apprenticeship by the 
New York State Commission Against Discrim- 
ination in 1960 concluded: 


Negro youth are seldom exposed to in- 
fluences which can lead to apprenticeship. 
Negroes are not apt to have relatives, 
friends, or neighbors in skilled occupa- 
tions. Nor are they likely to be in sec- 
ondary schools where they receive en- 
couragement and direction from alternate 
role models. Within the minority communi- 
ty, skilled Negro ‘models’ after whom the 
Negro youth might pattern himself are 
rare, while substitute sources which could 
provide the direction, encouragement, re- 
sources, and information needed to achieve 
skilled craft standing are nonexistent. 


ALIENATION 


The term alienation may by now have 
been used in too many ways to retain a clear 
meaning, but it will serve to sum up the 
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equally numerous ways in which large num- 
bers of Negro youth appear to be withdraw- 
ing from American society. 

One startling way in which this occurs 
is that the men are just not there when the 
Census enumerator comes around. 

According to Bureau of Census popula- 
tion estimates for 1963, there are only 87 
nonwhite males for every 100 females in the 
30-to-34-year age group. The ratio does not 
exceed 90 to 100 throughout the 25-to-44-year 
age bracket. In the urban Northeast, there 
are only 76 males per 100 females 20-to-24- 
years of age, and males as a percent of fe- 
males are below 90 percent throughout all 
ages after 14. 

There are not really fewer men than wom- 
en in the 20-to-40 age bracket. What ob- 
viously is involved is an error in counting: 
the surveyors simply do not find the Negro 
man. Donald J. Bogue and his associates, 
who have studied the Federal count of the 
Negro man, place the error as high as 19.8 
percent at age 28; a typical error of around 
15 percent is estimated from age 19 through 
43. Preliminary research in the Bureau of 
the Census on the 1960 enumeration has re- 
sulted in similar conclusions, although not 
necessarily the same estimates of the extent 
of the error. The Negro male can be foun 
at age 17 and 18. On the basis of birth 
records and mortality records, the conclusion 


TABLE 8 Ratio of males per 100 females in the 
Population, by color, July 1, 1963. 


Males per 100 Females 


ee ee ee 
Age White Nonwhite 
Under 5 104.4 100.4 
5-9 years 103.9 100.0 
10-14 years 104.0 100.0 
15-19 years 103.2 99.5 
20-24 years 101.2 95.1 
25-29 years 100.1 89.1 
30-34 years 99.2 86.6 
35-39 years 97.5 86.8 
40-44 years 96.2 89.9 
45-49 years 96.5 90.6 


Source: Current Population Reports, Series P-25, 
No. 276, table 1, (Total Population Including 
Armed Forces Abroad). 
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must be that he is there at age 19 as well. 

When the enumerators do find him, his 
answers to the standard questions asked in 
the monthly unemployment survey often result 
in counting him as “not in the labor force.” 
In other words, Negro male unemployment 
may in truth be somewhat greater than re- 
ported. 

The labor force participation rates of 
nonwhite men have been falling since the 
beginning of the century and for the past 
decade have been lower than the rates for 
white men. In 1964, the participation rates 
were 78.0 percent for white men and 75.8 
Percent for nonwhite men. Almost one per- 
centage point of this difference was due to 
a higher proportion of nonwhite men unable 
to work because of long-term physical or 
mental illness; it seems reasonable to 
assume that the rest of the difference is due 
to discouragement about finding a job. 

If nonwhite male labor force participation 
rates were as high as the white rates, there 
would have been 140,000 more nonwhite 
males in the labor force in 1964. If we fur- 
ther assume that the 140,000 would have 
been unemployed, the unemployment rate for 
nonwhite men would have been 11.5 percent 
instead of the recorded rate of 9 percent, 
and the ratio between the nonwhite rate and 
an white rate would have jumped from 2:1 to 
il, 

Understated or not, the official unemploy- 
ment rates for Negroes are almost unbe- 
lievable, 

The unemployment statistics for Negro 
teenagers—29 percent in January 1965— 
reflect lack of training and opportunity in the 
Sreatest measure, but it may not be doubted 
that they also reflect a certain failure of 
Nerve, 

“Are you looking for a job?” Secretary 
of Labor Wirtz asked a young man on a Har- 
lem street corner. “Why?” was the reply. 

Richard A. Cloward and Robert Ontell 
ave commented on this withdrawal in a dis- 
cussion of the Mobilization for Youth project 
On the lower East Side of New York. 


What contemporary slum and minority 
Youth probably lack that similar children ™ 
earlier periods possessed is not motiva- 
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tion but some minimal sense of compe- 
tence. 

We are plagued, in work with these youth, 
by what appears to be a low tolerance for 
frustration. They are not able to absorb 
setbacks. Minor irritants and rebuffs are 
magnified out of all proportion to reality. 
Perhaps they react as they do because 
they are not equal to the world that con- 
fronts them, and they know it. And it is 
the knowing that is devastating. Had the 
occupational structure remained intact, or 
had the education provided to them kept 
pace with occupational changes, the sit- 
uation would be a different one. But it is 
not, and that is what we and they have to 
contend with. 


Narcotic addiction is a characteristic 
form of withdrawal. In 1963, Negroes made 
up 54 percent of the addict population of the 
United States. Although the Federal Bureau 
of Narcotics reports a decline in the Negro 
proportion of new addicts, HARYOU reports 
the addiction rate in central Harlem rose from 
22.1 per 10,000 in 1955 to 40.4 in 1961. 

There is a larger fact about the alienation 
of Negro youth than the tangle of pathology 
described by these statistics. It is a fact 
particularly difficult to grasp by white per- 
sons who have in recent years shown in- 
creasing awareness of Negro problems. 

The present generation of Negro youth 
growing up in the urban ghettos has probably 
less personal contact with the white world 
than any generation in the history of the 
Negro American. 

Until World War II it could be said that 
in general the Negro and white worlds lived, 
if not together, at least side by side. Cer- 
tainly they did, and do, in the South. 

Since World War II, however, the two 
worlds have drawn physically apart. The 
symbol of this development was the con- 
struction in the 1940’s and 1950’s of the vast 
white, middle- and lower-middle class sub- 
urbs around all of the Nation’s cities. In- 
creasingly the inner cities have been left to 
Negroes—who now share almost no commu- 
nity life with whites. 

In turn, because of this new housing pat- 
tern—most of which has been financially as- 
sisted by the Federal government—it is 
probable that the American school system 
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has become more, rather than less segregated 
in the past two decades. 

School integration has not occurred in the 
South, where a decade after Brown v. Board 
of Education only 1 Negro in 9 is attending 
school with white children. 

And in the North, despite strenuous offi- 
cial efforts, neighborhoods and_ therefore 
schools are becoming more and more of one 
class and one color. 

In New York City, in the school year 
1957-58 there were 64 schools that were 90 
percent of more Negro or Puerto Rican. Six 
years later there were 134 such schools. 

Along with the diminution of white middle- 
class contacts for a large percentage of 
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Negroes, observers report that the Negro 
churches have all but lost contact with men 
in the Northern cities as well. This may be 
a normal condition of urban life, but it is 
probably a changed condition for the Negro 
American and cannot be a socially desirable 
development. 

The only religious movement that appears 
to have enlisted a considerable number of 
lower class Negro males in Northern cities of 
late is that of the Black Muslims: a move- 
ment based on total rejection of white so- 
ciety, even though it emulates whites more. 


In a word: the tangle of pathology is 
tightening. 


RATE- Cases Per 10,000 Population 


50 i 
40 : 


New York City 


Central Harlem 


46. 


IN NEGRO SCHOOLS * 


J. KOZOL 


I have described already a few of the people 
who were teaching in my school, but I have 
not yet really spoken about the teacher who 
Was, in many ways, the most interesting per- 
Son of all. She was the Reading Teacher. 
This lady was interesting to me, first of all, 
because she was one of the most serious and 
self-consciously moralistic people whom I 
have ever known. She was also, by all odds, 
the most effective and most high-powered of 
the old-fashioned public school teachers who 
Were still around. She was—finally—an ex- 
traordinarily, if at times, quite subtly, bigoted 
Woman. At the same time, however, and 
like many others in America, she considered 
herself a politically liberal and enlightened 
Person, was shocked by any imputation of 
prejudiced behavior and even spoke at great 
length, and sometimes without much mercy, 
of certain of the dishonesties and secret 
bigotries of others. She was, I used to feel, 
not only one of the most complex people in 
the school, but also the most tragic. Unlike 
much of the school faculty, this lady was 
Seldom consciously malevolent to anybody. 
She worked hard, gave many signs of warmth 
and fondness to various children, and spoke 
incessantly of her deep feelings for them. 
She was precisely the sort of person whom 
an outside observer would instantly describe 
as “a dedicated teacher,” if for no other 
reason than because she would tell him so. I 
think it was this last trait—her capacity for 
Overwhelming self-congratulation — which 
heightened so greatly the sense of irony that 
Surrounded much of her behavior. 

I remember a day when she had come up 


* From Death at an Early Age by J. Kozol, 
(Chaps, 3 and 18). Copyright © 1967 Houghton, 
ifflin Co., Boston. 


into my classroom during lunchtime. She 
was in one of her moods of exposing the 
bigotry of other teachers while at the same 
time rather pridefully extolling her own vir- 
tues. “Others may be prejudiced,” she was 
saying to me. “So and so downstairs uses the 
word ‘nigger.’ I know, I’ve heard him say 
it with my own ears. It makes me sick every 
time I hear him say that. If a person feels 
that way I don’t know what he’s doing teach- 
ing at this school. You wouldn’t imagine 
the kinds of things I used to hear .. . Last 
year there was a teacher in this school who 
used to call them ‘black stuff.’ Can you imag- 
ine somebody even thinking up a phrase like 
that? If people are prejudiced, they should 
not be teaching here.” 

Another time, she spoke of the same matter 
in these words: “Others may be prejudiced. 
I know that I am not. There are hundreds 
like me. Thank God for that. Some teachers 
are prejudiced. The majority are not. We 
are living in a time when everything is 
changing. Things are going along but they 
must not change too fast.” 

I remember that I felt astonished at her 
certainty. I told her, for my own part, that 
I would feel very uneasy making that kind 
of statement. I said that on many occasions I 
had become convinced that my thinking was 
prejudiced, sometimes in obvious ways and 
sometimes in ways that lay deeper and would 
not have been so easy for other people to 
observe. Furthermore, I said, I also was con- 
vinced that I was prejudiced at a level of 
depth, and in a manner hardened over so 
many years, that some of that prejudice un- 
doubtedly would always be within me. 

“Well I’m not,” she replied to me with 


much emotion. 
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I did not try to turn any accusation to- 
ward her. Everything I said was directed 
at “people in general,” at “white society,” 
and mainly at myself. I said to the Reading 
Teacher that, so far as my own feelings 
were concerned, I had no doubt of what I 
was saying. I had learned, in some of the 
work I’d done in Roxbury—certainly in much 
of the work I’d done for CORE—that more 
than once I must have hurt somebody’s feel- 
ings badly by an undercurrent or an uncon- 
scious innuendo in my talk or else the people 
I was talking to just would not have winced 
the way they had. I said I was certain, from 
any number of similar moments that there was 
plenty of regular old-time prejudice in me, 
just as in almost every other white man I 
ever saw. 

To this, however, the Reading Teacher 
snapped back at me again, and now with an 
absolute self-confidence: “In me there is 
none.” 

We stood together in the doorway. The 
children sat in their chairs. It was almost 
the end of lunchtime. Each child was having 
his milk except the ones who couldn’t afford 
it. Sometimes white and Negro children 
chattered with each other, and it was normal 
and natural and pleasant to watch that, but 
there were not sufficient white children for it 
really to happen freely enough. There were 
not enough children who were not black. The 
Reading Teacher looked out at the children 
and she said to me, from where we were 
standing: “Roger over there, I think, is the 
most unhappy child in this class.” Roger was 
one of only three white boys in my class. 
He was sitting behind Stephen. She did not 
see Stephen sitting in front of him. She said 
to me: “When I look at them I do not see 
white or black.” I listened to her and looked 
at her and thought about what she was saying. 
She said, “I do not see white or black.” But 
I felt really that she saw white much more 
clearly than she saw black. She saw the 
quiet and unhappy little white boy. She did 
not see Stephen before him, his hands all 
welted and his face all scarred with scabs. 
“I see no color difference,” she told me. “I 
See children in front of me, not children who 
are black. It has never made a difference to 
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me. White skin or black skin, they all are 
made by God.” 

One day when we talked about it, she told 
me about a trip she had made to Europe the 
summer before. She told me that a man on 
the boat, during the evening, had come across 
the floor to dance with her. But the man’s 
skin was black. “I knew it was wrong but I 
honestly could not make myself say yes to 
that man. It was because he was a Negro. I 
just could not see myself dancing with that 
man.” 

I didn’t know if anyone could be condemned 
for being honest. “What if I fell in love with 
a Negro girl?” I asked her. 

She told me the truth: “I would be shocked.” 

I said I didn’t see why she couldn’t dance 
with a Negro passenger. 

“I could not do it.” 

She also said, “If you married a Negro 
girl I have to admit that I would feel terribly 
sad.” 

I did not have that in my mind, but about 
what she had been saying I found I was still 
puzzled. “Would you have Negroes come and 
visit you or come and have dinner with you 
in the evening?” 

And to that the answer was clear and elu- 
cidating and exact: “They could come and 
visit if I invited them to come but not as you 
could come to see me. They could not feel 
free to just drop in on me. I would have to 
draw the line at that.” 

Hearing that, I asked myself what this kind 
of feeling meant in terms of one teacher and 
one child. This woman had drawn the line 
“at that” just as the city had drawn the line of 
the ghetto. A Negro was acceptable, even 
lovable, if he came out only when invited and 
at other times stayed back. What did it 
do to a Negro student when he recognized 
that his teacher felt that she had to “draw 
the line at that”? Did it make him feel grate- 
ful for the few scraps that he got or did it 
make him feel bewildered instead that there 
ought to be any line at all? The Reading 
Teacher apparently was confident that the 
line did not descend, in her feelings, to the 
level of the children—or that, if it did, it 
would not be detected by them. I gained the 
impression, on the contrary, that that line 
was very much in evidence in the classroom 
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and that many of the children were aware 
of it. 

There were two ways in which I thought 
the Reading Teacher would unknowingly but 
consistently reveal the existence of that line. 
One of them, certainly the less important, 
was in the occasional favors that she showed 
and in the kinds of arrangements that she 
would make for various children. To one of 
my pupils I remember that she brought in and 
gave as a present a really fine and expensive 
children’s book. I recall that she brought it 
in and handed it to the child in full view of 
the class and spoke of how much the little 
girl deserved it and of how warmly she ad- 
mired her. For another child, she did some- 
thing different. He was a poor boy from a 
large family and so she tried to arrange a 
stay for him at summer camp. In the case 
of a third child, she made a friendly contact 
with his parents, invited them on a couple 
of occasions to come over and visit in her 
home, and in general took a warm and decent 
interest in his up-bringing. The point of this 
is that all three of these children were white 
and, while all may well have deserved her 
help or fondness (and it is hard to imagine 
what child would not), nonetheless it is strik- 
ing that the white children in our school 
were in a very definite and dwindling minority 
and, during the course of the entire year in 
which I was teaching, I did not once observe 
her having offered to do anything of that 
sort for any child who was Negro, unless it 
was prompted by a stark emergency. I could 
not help noticing as well that when I took it 
on my own initiative to do something similar 
for a couple of the Negro children in my class, 
she heard about it immediately and came up 
to advise me that it was not at all a good idea. 

In November I began giving Frederick a 
lift home after class, for he lived only about 
three blocks from the school. In December I 
also started to make occasional visits to see 
Stephen on the weekends and finally one day 
I took him over to Harvard to visit at the 
Peabody Museum. On Christmas Eve I 
brought him some crayons and some art paper 
and visited for a while in his home. From 
all of these trivial actions, but especially 
from the last, I was seriously discouraged. 
It was not good practice, it was not in accord 
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with teaching standards, it could not help but 
ruin discipline if a teacher got to know a 
pupil outside class. Yet the person who offered 
me this criticism had just done many things 
of a similar nature for a number of white 
children. It seemed evident to me, as it must 
by now be evident also to her, that the rule 
or the standard or the policy or the pattern 
that dictates a separation between a teacher 
and his pupil was being understood at our 
school, and was being explicitly interpreted, 
in precisely such a way as to maintain a line 
of color. The rule was there. It was relaxed 
for white children. It was enforced rigor- 
ously for Negroes. In this way the color 
line grew firm and strong. 

There was another way in which the Read- 
ing Teacher showed her preference. It was 
in the matter of expectations: of what you 
could even hope to look for “in these kinds 
of children,” meaning children who were Ne- 
gro. Directly hooked onto this, often ex- 
pressed in the same sentence, was a long and 
hard-dying panegyric for the past. The last, 
the panegyric, was one of the most common 
themes and undercurrents in our conversa- 
tions all year long. Even at moments when 
she knew it to be inappropriate almost to the 
point of cruelty, still it was an emotion that 
she could not contain. Many of the other 
teachers in the school expressed the same 
idea frequently, but the most vivid conversa- 
tions that I remember from the first part of 
the year were those with the Reading Teacher. 

In the early part of winter, I had to ask 
the Reading Teacher for permission to take 
my Fourth Grade pupils on a trip to the 
Museum. I spoke to her of the fact that we 
would soon be studying Egypt and the desert, 
and that I thought a morning’s visit to the 
Boston Museum of Fine Arts to see the 
Egyptian collection and also to wander around 
and look at some of the paintings would be 
a good idea. The Reading Teacher’s manner 
of reacting to this request anticipated the 
way in which she and certain of the other 
teachers would respond to many other re- 
quests that I was to make later in the year. 
Her first reaction was to turn me down flat. 
Then, however, she paused for a moment— 
and, finally, feeling suddenly the need to jus- 
tify her refusal, added these words: 
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“With another sort of child, perhaps. The 
kind of children that we used to have...” 
The moment of panegyric: “Oh we used to do 
beautiful work here. Wonderful projects! So 
many wonderful ideas...” The present 
tense again: “Not with these children. You'd 
take a chance with him? or her? You’d take 
a group like them to the museum?” 

In a similar vein, I made a suggestion for 
another child—not for Stephen, because I 
knew in advance that it would have been 
doomed to her refusal, but for a little girl. 
“T thought about next summer. She’s one of 
the best in drawing. I wanted to try to get 
her into an art class somewhere starting in 

June.” 

The Reading Teacher grilled me about it 
skeptically. “Where?” 

I told her I had two places in mind. One 
was the school that was attached to the Mu- 
seum. A summer art class for young children 
was conducted there. Another class that 
sounded more adventurous was located in 
Cambridge. The Cambridge program, in a 
loft-building near Harvard, was being spoken 
about with much excitement by many of the 
people interested in art education and it 
had already won a certain lively reputation 
for its atmosphere of openness and freedom. 
The children of some friends of mine were 
taking classes there. 

“How would she get there?” 

I answered that I knew someone who would 
drive her, 

“Who'd pay for it?” 

I said the same person had offered to pay 
for the lessons. 

The very idea of this little Negro girl bridg- 
ing the gap between two worlds seemed incon- 
ceivable or mechanically unfeasible to the 
Reading Teacher. To hear her voice you might 
well have thought it was an arrogant proposal. 
It was as if a major defiance of chance and 
nature and of all proper relations and propor- 
tions were being suggested. A moment’s pause 
for thinking and then this answer, finally, from 
the Reading Teacher: 

“I wouldn’t do anything for Angelina be- 
cause I just don’t like her. But if you’re going 
to do anything, the Museum School’s plenty 
good enough for a child like her.” 


Because she respected herself as highly as 
she did, I wonder if the Reading Teacher would 
have been astonished if somebody had told her 
that she sounded rather ungentle? Perhaps 
she would not have been astonished—because 
She probably would not have believed it. She 
was one of the most positive persons I have 
ever known, and she had the most stupendous 
capacity to convince herself of the justice of 
her position on almost any issue at all. At 
any moment when she was reminded, by her- 
self or someone else, that she was being less 
Christian or less than charitable to kids who 
already did not have very much in life, ‘her 
reaction was apt to be to question whether 
there was really so much suffering here as 
people liked so say or whether things were 
really all that bad. With Stephen, for example, 
there were only rare moments when she would 
come face to face with his desperate position. 
Characteristic of her response to him was the 
attitude expressed that time when she pointed 
to the white boy in the seat in back of him and 
called him the most unhappy child in the class. 
I remember that when I said to her, “What 
about Stephen? He doesn’t even have par- 
ents,” the Reading Teacher became instantly 
defensive and irritated with me and replied: 
“He has a mother. What are you talking 
about? He has a foster mother and she is 
paid by the State to look after his care.” But 
I said maybe it wasn’t like having a real 
mother. And also, I said, the State didn’t seem 
to have time to notice that he was being beaten 
up by his foster mother while being thoroughly 
pulverized and obliterated in one way 
another almost every day at school. “He has 
Plenty,” was her answer. “There are many 
children who are a great deal worse off. Plenty 
of white people have had a much harder time 
than that.” Harder than he had? How many? 
I didn’t believe it. Besides, when it got to that 
point, did it very much matter who, out of 
many suffering people, was suffering a little bit 
less or a little bit more? But the Reading 
Teacher became impatient with the direction 
of my questioning and she ended it at pe 
point by telling me with finality: “He’s getting 
a whole lot more than he deserves.” P 

It was this, her assumption that people don’t 
deserve a great deal in life, and that a little— 
even a very, very little for a Negro child—is 
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probably a great deal more than he has earned, 
which seemed the most disturbing thing about 
her. And yet at the same time she enjoyed 
delineating to me the bigotry of others, attack- 
ing the Art and Math teachers ruthlessly, when 
she was not chatting with them, and making 
hash out of the School Principal when she 
Was not making hash out of someone else. I 
came into that school as a provisional teacher 
in October. It was four months, almost the 
end of February, before I had the courage to 
begin to speak to her with honesty. 


© * * 

Perhaps a reader would like to know what 
it is like to go into a new classroom in the 
Same way that I did and to see before you 
suddenly, and in terms you cannot avoid recog- 
nizing, the dreadful consequences of a year’s 
wastage of real lives. 

You walk into a narrow and old wood-smell- 
ing classroom and you see before you thirty- 
five curious, cautious and untrusting children, 
aged eight to thirteen, of whom about two- 
thirds are Negro. Three of the children are 
designated to you as special students. Thirty 
per cent of the class is reading at the Second 
Grade level in a year and in a month in which 
they should be reading at the height of Fourth 
Grade performance or at the beginning of the 
Fifth. Seven children out of the class are up 
to par. Ten substitutes or teacher changes. 
Or twelve changes. Or eight. Or eleven. No- 
body seems to know how many teachers they 
have had. Seven of their lifetime records are 
missing: symptomatic and emblematic at once 
of the chaos that has been with them all year 
long. Many more lives than just seven have 
already been wasted but the seven missing 
records become an embittering symbol of the 
lives behind them which, equally, have been 
lost or mislaid. (You have to spend the first 
three nights staying up until dawn trying to 
reconstruct these records out of notes and 
Scraps.) On the first math test you give, the 
Class average comes out to 36. The children 
tell you with embarrassment that it has been 
like that since fall. 

You check around the classroom. Of forty 
desks, five have tops with no hinges. You lift 
a desk-top to fetch a paper and you find that 
the top has fallen off. There are three win- 
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dows. One cannot be opened. A sign on it 
written in the messy scribble of a hurried 
teacher or some custodial person warns you: 
DO NOT UNLOCK THIS WINDOW IT IS BROKEN. 
The general look of the room is as of a bleak- 
light photograph of a mental hospital. Above 
the one poor blackboard, gray rather than 
really black, and hard to write on, hangs from 
one tack, lopsided, a motto attributed to Ben- 
jamin Franklin: “Well begun is half done.” 
Everything, or almost everything like that, 
seems a mockery of itself. 

Into this grim scenario, drawing on your 
own pleasures and memories, you do what you 
can to bring some kind of life. You bring in 
some cheerful and colorful paintings by Joan 
Miro and Paul Klee. While the paintings by 
Miro do not arouse much interest, the ones 
by Klee become an instantaneous success. One 
picture in particular, a watercolor titled “Bird 
Garden,” catches the fascination of the entire 
class. You slip it out of the book and tack it 
up on the wall beside the doorway and it cre- 
ates a traffic jam every time the children have 
to file in or file out. You discuss with your 
students some of the reasons why Klee may 
have painted the way he did and you talk 
about the things that can be accomplished in 
a painting which could not be accomplished 
in a photograph. None of this seems to be 
above the children’s heads. Despite this, you 
are advised flatly by the Art Teacher that 
your naiveté has gotten the best of you and 
that the children cannot possibly appreciate 
this. Klee is too difficult. Children will not 
enjoy it. You are unable to escape the idea 
that the Art Teacher means herself instead. 

For poetry, in place of the recommended 
memory gems, going back again into your own 
college days, you make up your mind to intro- 
duce a poem of William Butler Yeats. It is 
about a lake isle called Innisfree, about birds 
that have the funny name of “linnets” and 
about a “bee-loud glade.” The children do not 
all go crazy about it but a number of them 
seem to like it as much as you do and you tell 
them how once, three years before, you were 
living in England and you helped a man in the 
country to make his home from wattles and 
clay. The children become intrigued. They pay 
good attention and many of them grow more 
curious about the poem than they appeared 
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at first. Here again, however, you are advised 
by older teachers that you are making a mis- 
take: Yeats is too difficult for children. They 
can’t enjoy it, won’t appreciate it, wouldn’t 
like it. You are aiming way above their 
heads . . . Another idea comes to mind and 
you decide to try out an easy and rather well- 
known and not very complicated poem of 
Robert Frost. The poem is called “Stopping 
By Woods on a Snowy Evening.” This time, 
your supervisor happens to drop in from the 
School Department. He looks over the mimeo- 
graph, agrees with you that it’s a nice poem, 
then points out to you—tolerantly, but strictly 
—that you have made another mistake. 
“Stopping By Woods” is scheduled for Sixth 
Grade. It is not a “Fourth Grade poem,” and 
it is not to be read or looked at during the 
Fourth Grade. Bewildered as you are by 
what appears to be a kind of idiocy, you still 
feel reproved and criticized and muted and set 
back and you feel that you have been caught 
in the commission of a serious mistake, 

On a series of other occasions, the situation 
is repeated. The children are offered some- 
thing new and something lively. They respond 
to it energetically and they are attentive and 
their attention does not waver. For the first 
time in a long while perhaps there js actually 
Some real excitement and Some growing and 
some thinking going on within that one small 
room. In each case, however, you are advised 
Sooner or later that you are making a mistake. 
Your mistake, in fact, is to have impinged 
upon the standardized condescension on which 
the entire administration of the school is 
based. To hand Paul Klee’s pictures to the 
children of this classroom, and particularly 
ina twenty-dollar volume, constitutes a threat 
to this school system. It is not different from 
sending a little girl from the Negro ghetto 
into an art class near Harvard Yard. Trans- 
cending the field of familiarity of the adminis- 
tration, you are endangering its authority and 
casting a blow at its self-confidence. The way 
the threat is handled is by a continual and 
standardized underrating of the children: 
They can’t do it, couldn’t do it, wouldn’t like 
it, don’t deserve it., In such a manner, 
many children are tragically and unjustifiably 
held back from a great many of the good things 
that they might come to like or admire and 


are pinned down instead to books the teacher 
knows and to easy tastes that she can handle. 
This includes, above all, of course, the kind of 
material that is contained in the Course of 
Study. 

Try to imagine, for a child, how great the 
gap between the outside world and the world 
conveyed within this kind of school must seem: 
A little girl, maybe Negro, comes in from a 
street that is lined with car-carcasses. Old 
purple Hudsons and one-wheel-missing Cadil- 
lacs represent her horizon and mark the edges 
of her dreams. In the kitchen of her house 
roaches creep and large rats crawl. On “the 
Way to school a wino totters. Some teenage 
white boys slow down their car to insult her, 
and speed on. At school, she stands frozen for 
fifteen minutes in a yard of cracked cement 
that overlooks a hillside on which trash has 
been unloaded and at the bottom of which the 
New York, New Haven and Hartford Railroad 
rumbles past. In the basement, she sits upon 
broken or splintery seats in filthy toilets and 
She is yelled at in the halls. Upstairs, when 
something has been stolen she is told that she 
is the one who stole it and is called a liar and 
forced abjectly to apologize before a tanher 
who has not the slightest idea in the world p 
who the culprit truly was. The same tenher 
behind the child’s back, ponders audibly v 
imagined compassion: “What can you do wit 
this kind of material? How can you begin to 
teach this kind of child?” a star 

Gradually going crazy, the child is sent a t 
two years of misery to a pupil gluse 
counselor who arranges for her to have som 
tests and considers the entire situation ist 
discusses it with the teacher and finally at 
a long report. She is, some months later, BY 
onto a waiting-list some place for a he 
therapy but another year passes before : = 
has gotten anywhere near to the front 0 f 
long line. By now she is fourteen, has a 
whatever innocence she had in the BAGI won 
of the old Cadillac and, within two additiona 
years, she will be ready and eager for dropping 
out of school. N 

Once at school, when she was eight or jine, 
she drew a picture of a rich-looking lady aes 
evening gown with a handsome man nit 
before her but she was told by an insensa 
and wild-eyed teacher that what she had done 
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was junk and garbage and the picture was 
torn up and thrown away before her eyes. The 
rock and roll music that she hears on the Negro 
station is considered “primitive” by her teach- 
ers but she prefers its insistent rhythms to 
the dreary monotony of school. Once, in Fourth 
Grade, she got excited at school about some 
writing she had never heard about before. 
A handsome green book, brand new, was held 
up before her and then put into her hands. Out 
of this book her teacher read a poem. The 
poem was about a Negro—a woman who was 
a maid in the house of a white person—and 
sheliked it. It remained in her memory. Some- 
how without meaning to, she found that she 
had done the impossible for her: she had mem- 
orized that poem. Perhaps, horribly, in the 
heart of her already she was aware that it was 
telling about her future: fifty dollars a week 
to scrub floors and bathe little white babies 
in the suburbs after an hour’s street-car ride. 
The poem made her want to cry. The white 
lady, the lady for whom the maid was work- 
ing, told the maid she loved her. But the maid 
in the poem wasn’t going to tell any lies in 
return. She knew she didn’t feel any love for 
the white lady and she told the lady so. The 
poem was shocking to her, but it seemed bitter, 
strong and true. Another poem in the same 
green book was about a little boy on a merry- 
go-round. She laughed with the class at the 
question he asked about a Jim Crow section 
on a merry-go-round, but she also was old 
enough to know that it was not a funny poem 
really and it made her, valuably, sad. She 
wanted to know how she could get hold of that 
‘poem, and maybe that whole book. The poems 
were moving toher... 

This was a child in my class. Details are 
changed somewhat but it is essentially one 
child. The girl was one of the three unplaced 
special students in that Fourth Grade room. 
She was not.an easy girl to teach and it was 
hard even to keep her at her seat on many 
mornings, but I do not remember that there 
was any difficulty at all in gaining and holding 
onto her attention on the day that I brought 
in that green book of Langston Hughes. 

Of all of the poems of Langston Hughes 
that I read to my Fourth Graders, the one 
that the children liked the most was a poem 
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that has the title “Ballad of the Landlord.” _-d : 
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- .. This poem may not satisfy the taste of 
every critic, and I am not making any claims to 
immortality for a poem just because I happen 
to like it a great deal. But the reason this poem 
did have so much value and meaning for me 
and, I believe, for many of my students, is that 
it not only seems moving in an obvious and 
immediate human way but that it finds its 
emotion in something ordinary. It is a poem 
which really does allow both heroism and 
pathos to poor people, sees strength in awk- 
wardness and attributes to a poor person 
standing on the stoop of his slum house every 
bit as much significance as William Words- 
worth saw in daffodils, waterfalls and clouds. 
At the request of the children later on I mimeo- 
graphed that poem and, although nobody in 
the classroom was asked to do this, several of 
the children took it home and memorized it 
on their own. I did not assign it for memory, 
because I do not think that memorizing a 
poem has any special value. Some of the chil- 
dren just came in and asked if they could recite 
it. Before long, almost every child in the room 
had asked to havea turn. 

All of the poems that you read to Negro 
children obviously are not going to be by or 
about Negro people. Nor would anyone ex- 
pect that all poems which are read to a class 
of poor children ought to be grim or gloomy 
or heart-breaking or sad. But when, among 
the works of many different authors, you do 
have the will to read children a poem by a 
man so highly renowned as Langston Hughes, 
then I think it is important not to try to pick 
a poem that is innocuous, being like any other 
poet’s kind of poem, but I think you ought to 
choose a poem that is genuinely representative 
and then try to make it real to the children 
in front of you in the way that I tried. I 
also think it ought to be taken seriously by 
a teacher when a group of young children 
come in to him one morning and announce that 
they have liked something so much that they 
have memorized it voluntarily. It surprised me 
and impressed me when that happened. It 
was all I needed to know to confirm for me the 
value of reading that poem and the value of 
reading many other poems to children which 
will build upon, and not attempt to break down, 
the most important observations and very 
est foundations of their lives. 
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EEEO PSYCHOLOGY: Selected Readings is an integrated RO 
covering the major issues in Educational Psychology today. The carefully Stay sit 
readings have been grouped into the following major topic areas: Growth, Development 
and Education; Children and Adolescents; Learning: Theory and Practice; Learning - 
and the Classroom; Personality Factors and School Achievement; Measirement and = 
Sy Intelligence; The Psychology of Teaching and the Teacher: and Cultural Deprivation: 
New Problems in Teaching and Learning. 
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The editors have provided extensive introductions fore 
historical background for the area. to put the readin 
other articles in the field, and to extr 


ach chapter to give the general 
gs in perspective in relation to 
act the major points being stressed in each article. j 
~ 
~The readings are a blend of the classic and the current, though the major focus is toward 
current educational problems in relation to the present work of today’s leading spokes- 
men. Classics such as L, K, Frank’s “Fundamental Needs of the Child,” 
“On Adolescence.” and William James’ “Talks with Teachers” are woven into a frame- 
work which also includes the new and exciling statements of, for example, Benjamin 
Bloom on the growth of intelligence, Kohlberg on moral development, Skinner on 
programmed instruction, and Krech on the chemistry of learning. ; 


Anna Freud’s 


The focus on the contemporary is perhaps best exemplified by the last chapter, which 
presents a frank and comprehensive discussion of the problems posed to education by 
poverty and cultural deprivation. Also. a pervading tme of the entire book is the recent y 
work on the importance of early experience. Another feature of considerable current 1: 
interest is the section deyoted to intelligence testing, Aimed at students seeking an intro- 
duction to the general field of Educational Psychology, the book will also be profitable 


reading for anyone considering a career as a teacher, counselor, or administrator in the 
educational field. 


Among the contributors 


Anne Anastasi © Jerome S. Bruner œ Jean Piaget Š w 
Ruth Benedict . L. K. Frank . Anna Freud aP 
L. J. Cronbach + B.F., Skinner © CarlR. Rogers ;; 5 
Gordon W. Allport * E. H. Erikson e Evelyn L. Banning 
William James * David Riesman e 

RICHARD C. SPRINTHALL is Professor 


and Chairman of the Department of 
Psychology at American International College. He received his A.B. from Brown 

University, and his A.M. and Ph.D, from Boston University. Professor Sprinthall 7 
was co-editor of General Psychology: Selected Readings 


George D. Stoddard e. q 
| 
such journals as the Journal of Psychology 


» and has contributed to 
and the Journal of Business Research. 


e t b 

NORMAN A. SPRINTHALL is Chairman of the Guidance Program and Director y , 
of ‘Apprentice Counseling at the Harvard Graduate School of Edueation. He 
received bachelor’s and master’s degrees from Brown University, and a doctorate x 
+ from the Harvard Graduate School of Educ 


ation. Professor Sprinthall has 


con- 
author 


tributed to various journals and is co- of a forthcoming text for the 


counseling area. 


+ 


VAN NOSTRAND REINHOLD CO. 450 Wes 33rd Street; New York, N.Y. 10001 d 
y; 
A a 


eS 4 


a 


